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ABSTRACT 
Inclusionary practices prescribe that chl1dren, regardless of 
exceptional1ty shall benef1t from receiv1ng educational serv1ce 1n 
the context of the regular class sett1ng. The result1ng el1minat1on of 
separate spec1al classes could be v1ewed as an econom1c advantage. 
In point of fact, many school boards and d1str1cts 1n both Canada and 
the United States are mov1ng towards 1mplementat1on of 
inclusionary practice, possibly for the above stated reason. 
Regardless, 1nclusion as 1t relates to the emot1onally/behav1ourally 
disordered youth in our school systems may not be successful. 
Regular educat ion teachers may not be prepared profess1onally or 
personally to deal w1th this very special student population. Th1s 
study focused on teacher attitude 1n this regard. As well, poss1ble 
factors that may lead to successful 1nclusion of these students are 
examined. Of these, teacher exper1ence, educat10n spec1f1c to the 
d1sab1l1ty of emot1onal/behavioural d1sordered comb1ned w1th 
teacher self-perception of success appear to hold the greatest 
promise. In view of these findings, recommendat1ons are made for 
professional pract1ce and future research d1rect1ons. 
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CHAPTER ONE: THE PROBLEM 
Introduct10n 
The course of educat10nal theory and pract1ce concern1ng the 
placement of special needs students 1n the 1990's 1s currently being 
restructured by a phl1osophy known as 1nclus10n. Th1s "buzz word" 
for such a practice has been previously known as 1ntegrat10n and/or 
mainstreaming. The move towards restructuring result1ng in 
inclusionary practice can be found on both sides of the Canada/U.S. 
border. Issues relating to these practices have been well 
documented (Bratten, Kauffman, Bratten, Polsgrove & Nelson, 1988; 
Cook, Cullinan, Epstein, Forness, Hallahan, Kauffman, Lloyd, Nelson, 
Polsgrove, Sabornie, Strain, & Walker, 1990; Mesinger, 1985; 
Sabornie & Kauffman, 1985; Semmel, Abernathy, Butera & Lesar, 
1991). Additionally, research stud1es w1th respect to 
advantages/d1sadvantages, methodologies, strategies and 
educational benefits are volum1nous (Councl1 for Chl1dren w1th 
Behav10ural D1sorders, 1989; Downing, S1mpson & Myles, 1990; 
Schonert & Cantor, 1991; Zaragoza, Vaughn & MCintosh, 1991). Of 
particular 1nterest to th1s study 1s the 1nclus10n of the 
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emot1onally/behaviourally disordered student. The key to the 
possible success or possible fal1ure of 1nclusionary pract1ces of the 
E/BD student rests largely 1n the hands of the regular classroom 
teachers who will be receiving these chl1dren into their classrooms. 
As the regular teach1ng staff spend more time with the E/BD 
students in the1r classrooms they w1ll "1n many cases become the 
major available change agents for the child [E/BD student]" (Kelly, 
Bullock & Dykes, 1977). Success will depend largely upon the regular 
teachers ' level of confidence and self-perception of teacher success 
in dealing with the E/BD student. That level of confidence may well 
be affected by many variables. Variables such as: 
· grade level taught (Larrivee & Cook, 1979); 
· years experience in the classroom; 
· professional knowledge and skillin this area of exceptionality 
(Stephens & Braun, 1980); 
· availability of support and information services (Myles & Simpson, 
1992); 
· availability of on-going 1nservice for teacher education (O'Re1lly 
& Duquette, 1988); 
· preparation of the educational system to effect1vely deal w1th the 
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change in philosophy (W1lson, 1988); and, 
. teacher resource (Cook et al., 1990; Larr1vee & Cook, 1979; O'Rel1ly 
& Duquette, 1988) w111 affect the overall success of any inclus10n 
1n1tiat1ves undertaken by educat10nal systems. G1ven the large 
number of var1ables c1ted (1t 1s not by any means an exhaust1ve 
llst), and given the rap1dity w1th wh1ch the pract1ce of 1nclus1on 1s 
being implemented, 1t 1s safe to assume that the system has not 
been prepared but rather has been forced to react to econom1c 
factors. What rema1ns is the regular educat10n teacher 1n the 
classroom faced w1th an 1ncreas1ng student populat1on for wh1ch 
he/she is ill-prepared to deal w1th, let alone 1nstruct. In short, the 
attitude of the receiv1ng regular education teachers may largely 
influence the effect lveness of 1nclusionary 1n1t 1at 1ves e1ther 
posit ive ly or negat ive ly for th1s spec1fic group of hand1capped 
students (Algozz1ne, Mercer & Counterm1ne, 1977; Antonak, 1980; 
Brophy, 1983; Brophy & Rohrkemper, t 981; Down1ng, Simpson & 
Myles, 1990; S11berman, 1969). 
Of spec1f1c 1nterest to the author and to th1s study 1s the 
pract1ce of 1nclus1on as 1t appl1es to the m1ddle school populat1on 
of E/BD students. The author 1s currently 1nvolved w1th the del1very 
of service to emotionally/behaviourally disordered youth at these 
grade levels (grades six through eight) in an urban school board. 
T~rough the use of a pl10t study, the author has determined that 
teacher attitude and confidence level may well have a dramat1c 
effect on the potent1al success of 1nclus1onary 1n1t1at1ves 1n the 
middle schools. 
Issues 
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Given that the "change agent" for the E/BD student in the 
regular classroom will become the regular education teacher, then 
1ssues surround1ng the abil1ty of those teachers to be effect1ve and 
to perceive success with these students becomes cr1tical. These 
issues will relate to the teacher's approach to the E/BD student. 
Issues relating to teacher percept1on, teacher att1tude and teacher 
misconception of the disabil1ty may have a dramat1c 1mpact on the 
successful 1nclus1on of E/BD students. Percept10ns of "problem 
ownership" and "1ntent1ona11ty of behav1our" comb1ned w1th dea11ng 
with personally offensive behaviour that may be highly disruptive in 
the regular class sett1ng are issues that threaten success for the 
E/BD child (Brophy & Rohrkemper, 1981>. When teachers perceive 
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that students are intentionally misbehaving and thus are capable of 
taking charge of the1r own problem behav1our, then teachers have 
r~moved themse lves from the respons1bl11ty of deal1ng w1th the 
student as one who has a disab111ty. Th1s att1tud1nal approach 
fosters the m1sconcept1on that the E/BD student does not have a 
disability, but simply chooses to behave in an offens1ve manner, a 
manner that results in a teacher response based on conta1nment and 
control and, ultlmately, punishment (Cook et a1., 1990). Attitude is 
very closely linked to perception. A teacher who perceives the 
disability to be one of intentionality and therefore controllable by 
the student may have a vastly different att1tudinal approach than a 
teacher who has an understand1ng of the present1ng behaviour as a 
funct ion of the disability. Teacher att 1tude, percept ion and possib le 
misconceptions of this disability may well preclude any possible 
success for the E/BD student 1n the context of 1nclusion 1n the 
regular education classroom. Thfs thes1s wfll examfne these issues 
as they apply to the E/BD student faced wfth 1nclus1on 1nto the 
regular education classroom by determin1ng more clearly the 
attitude and abl1ities of Ontario teachers as they confront more 
emot1onally/behav1ourally d1sord~red students 1n their classrooms. 
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Purpose and Ratlonale 
The purpose of th1s study 1s to determ1ne 1f there ex1sts 
prevailing negative or pos1t1ve att1tudes towards the populat10n of 
students who are disabled by an emotional or behavioural disorder. If 
so, what impl1cat10ns does th1s att1tude have upon the successful 
outcome for these students 1n our educational systems? The 
1mpl1cations of th1s research may help profess1onals 1n the f1eld of 
education approach the issue of 1nclus1on with a better 
understanding of the needs of the teacher deal1ng w1th the E/BD 
chi ld in the regular class setting. 
The inclusion debate has strong proponents as well as 
opponents on both sides of the 49th parallel. Proponents of 1nclusion 
cite many reasons for such a rad1cal reformat1on of the education 
system 1 stating that all students are special, and that all teachers 
may best serve all students in a more collaborative approach. Beyond 
this, justification becomes rather confused, at best (CCBD, 1989, pp. 
201-202). In this positlon paper on the Regular Education Initiative 
(REI) In the United States, the Councl1 for Chl1dren w1th Behav10ural 
Disorders refers to the hlstorical perspective of a single system of 
education that did not serve the E/BD student populat1on well; that 
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the Reagan-Bush administrat10n reduced educat10n funding resulting 
in reduced serv1ces for E/BD students; and that the passage of Publ1c 
Law 94-142 went far to beg1n to protect the r1ghts of these 
students to an appropriate and equal educational opportun1ty. The 
authors report that the s1ngle system resulted 1n exclusion for the 
E/BD student (p. 204). They further suggest that with the 
implementation of the REI, this again may come to be the case 
resulting in a rediscovery of the need for special educat10n serv1ces 
in the future. While the position of ((BD as stated remains to be the 
encouragement of research initiatives that may result 1n better 
servicing for the E/BD student there remains the concern that 
"Nevertheless, the REI, as presently described 1n the literature, 
threatens to undo much of the yet unfin1shed advocacy for 
appropriate education of behaviourally d1sordered students" (p. 205). 
The authors further state that "lmplementat1on of the REI w1ll 
reinforce the v1ew that students' offensive behav10ur 1s tnelf' 
problem and could be dealt with through less compl1cated and more 
punit ive disc1pl1nary processes" (p. 206). G1ven that E/BD students 
have been found to have the h1ghest rejection rates among regular 
educators (Vand1v1er & Vand1v1er, 1981, c1ted 1n Down1ng, S1mpson & 
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Myles, 1990) the 1mplications for emot1onally/behaviourally 
disordered youth 1n the regular "1nclus1ve" classroom are threefold: 
much of the progress 1n advocating and protect1ng the r1ghts of 
these ch 11 dren w 111 be undone; regu 1 ar educat 1 on teacher b 1 ases 
against this particular student populat1on will be strengthened; 
resulting in the exclusion rather than 1nclusion of these students 
from our educational systems. In Canada the situation becomes at 
once more profoundly acute. This is due largely to the fact that 
education in Canada 1s leg1s1ated provinc1ally/terr1torially rather 
than federally. This difference in legislation has resulted in a great 
variance of definition, identification, and servicing with respect to 
the E/BD student in Canada (Dworet & Rathgeber, 1990). Dworet and 
Rathgeber further pOinted out that only two of the jurisd1ctions had 
legislat10n 1n place that was s1mllar to that of the Un1ted Sates' P.L. 
94-142. (p.202). They note that wh11e there has been a positive 
move towards "recogn1zing the need to program for these students" 
(p. 207), they also point out that given the prevalence rates 
reported, this population of students 1s receiv1ng less service than 
1t was in 1981 (p. 207). They conclude that "In order to be more 
responsive to the needs of behaviourally disordered students, the 
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PIT [Prov1nc1al/Terr1torial] authorities should ut111ze the1r powers 
of regulat10n to ensure that the large number of un1dent1f1ed 
students are provided w1th appropriate service" (p. 208). As has 
occurred in the United States, there has developed a s1ml1ar 
movement 1n Canada towards the Inclusion of special needs students 
In the regUlar classroom. If the forecast for educat10nal services 
and effect1ve programm1ng for E/BD students In the States can be 
described as gloomy, then the situat10n in Canada would have to be 
put in terms of critical. The success of any educational system rests 
solely on the success of the pract1t1oners 1n the f1eld. With respect 
to the emotionally/behaviourally disordered youth in our systems, 
the practice of education 1s rapidly being transferred from the 
specially trained teachers to the general/regular education staff. 
The research and historical record, however, appear to prescribe the 
need for an array of serv1ce delivery options. W1th the respons1b111ty 
for service falling on the shoulders of regular education then It 
must be determined how effective the practice of 1ncluslon might 
be. The effectiveness of the regular educator must be exam1ned and 
defiCiencies and strengths discovered in order to plan for the future. 
The exam1nat1on of the att1tudes held by regular educators 1s of 
.' 
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primary 1mportance 1n th1s study. 
Theoret1cal Framework 
Much research has been conducted w 1 th regard to teacher 
attitude and tts resultant effect on student progress. Brophy and 
Rohrkemper (1981) studied the 1ssue of "problem ownersh1p" and 
teachers' perceptions of the abl1ity of E/BD students to control their 
behaviours. Their findings led them to the conclusion that the E/BD 
student was perceived as intent10nally m1sbehav1ng and the 
resultant strategies in dealing w1th these students were based on 
the concepts of punishment and control. The 1ssue of teacher 
attitude and expectancy effects as it relates to E/BD student 
success in the regular classroom, has been researched by many 
others (Algozzine, Mercer & Countermine, 1977; Antonak, 1980; 
Blease, 1983; Brophy, 1983; Brophy & Rohrkemper, 1981; Safran & 
Safran, 1985; Sl1berman, 1969; Ysseldyke & Foster, 1978). The 
f1ndings of other researchers have been defin1t1ve 1n conclusions 
reached that teachers do respond negat 1ve ly to 
emotionally/behaviourally d1sordered students and that success for 
these students has been restricted as a result. Research has been 
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var1ed 1n approach but the f1nd1ngs are 1n agreement and support the 
findings of Brophy and Rohrkemper (1981). Brophy (1983) explored 
the quest ion of teacher expectat 10ns and the se If-fulfl111ng 
prophecy. Algozzine, Mercer and Counterm1ne ( 1977) stud1ed the 
effects of "labels" on teacher expectat10ns and student behav1our. 
Downing, Simpson and Myles (1990) exam1ned teacher percept10ns of 
non-academic skills required by mainstreamed E/BD students as 
well as learning disabled students in order for placement to be 
maintained. Feldman and Theiss (1982) researched the hypothesis of 
teacher and student working in concert in what they termed a "jo1nt 
pygmalion effect." Ysseldyke (1978) stud1ed teacher b1as. Sl1berman 
(1969) researched teacher behaviour towards the "rejected" student 
(i.e., by description, children whose behaviour is s1mllar to that of 
the E/BD student). Antonak ( 1980) devised a hierarchy of attitudes 
toward exceptionality. Cook et a1. (1990) summarized much of the 
research f1nd1ngs in a compe1l1ng paper that portrayed the current 
att1tudes and result1ng practices as be1ng severely lack1ng 1n 
effectiveness and positive prognos1s for these students. To 
summarize, the research c1ted above reveals that the academ1c and 
behavioural progress of the E/BD student 1n the regular class setting 
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was limited, and that teacher-student 1nteract1on w'as often 
described as negative and non-product1ve. What the researchers 
c9ncluded was that the regular educat10n teachers slmply d1d not 
wish to have E/BD students 1n the1r classrooms, they d1d not feel 
conf1dent in deal1ng with them, and saw l1ttle chance for success 
academically or soc1ally. O'Rel1ly and Duquette (1988) found that 
"teachers do not feel competent teach1ng except10nal chl1dren in the 
regular class" (p. 12) and further, "after try1ng out this innovation, 
they are not conv1nced that 1t is a sound pedagog1cal pract1ce" (p. 12). 
O'Reilly and Duquette cite the following concerns of teachers as 
contribut1ng factors that led teachers to this bellef: teachers are 
not convlnced that there 1s much learning tak1ng place; the academic 
progress of the handicapped students does not meet teacher 
expectation; mainstreamlng 1s d1sruptive; they are not able to attend 
to the 1ndiv1dual needs of the hand1capped student; and f1nally, 
regular student progress 1s hampered. Carlberg and Kavale (1980) 
conducted a meta-analysIs of spec1al versus regular class placement 
for exceptional chl1dren. Thelr findings prOVide the statlstlcal 
evidence that E/BD students do not benefit as much from regular 
class placement as they do from segregated class placement. They 
13 
report that the E/BD student showed an 1mprovement of 11 
percentile ranks 1n the spec1al (segregated) class placement. "Thus 
the average E/BD student 1n spec1al class placement was better off 
than 61 % of their counterparts 1n regular classes" (p. 301). Why? 
Why are teachers' att1tudes negat1ve? Why do these students 
experience poor success 1n the regular classes? These are Quest10ns 
that demand to be answered. In an attempt to find the answers the 
question that must be examined 1s: "What are the key elements that 
can posit1vely effect change?" In much of the research stud1es c1ted 
above, many of the researchers determ1ned a need for on-go1ng 
teacher education and support serv1ces. Stephens and Braun (1980) 
determined that "teachers who had taken courses 1n spec1al 
education were more wl1l1ng to accept handicapped students 1nto 
their classes (p <.01) than those who had not taken such courses" (p. 
292). From their find1ngs they concluded that teacher conf1dence and 
willingness to integrate "1ncreased as the number of spec1al 
education courses 1ncreased" (p. 293). Stephens and Braun (1980) 
also found that "as subject matter became more 1mportant, (1.e., at 
the grade 7 and 8 level) teachers became less accept1ng of 1nd1v1dual 
differences" (pp. 293-294). The research c1ted above suggests that 
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teacher att1tude can be determ1ned through the relat1onsh1p between 
teacher percept10n of the1r success and resultant conf1dence level, 
teacher competence, and teacher percept10n of student success as 1t 
pertains to the hand1capped student in the regular class placement. 
Teacher attitude and confidence and perception of success was also 
enhanced by teacher educat1on, spec1f1cally 1n the f1eld of spec1al 
education. Of part1cular note was the fact that w1th the exception of 
O'Rei lly and Duquette ( 1988) all of the research studies cited here1n 
were conducted in the United States. The purpose of the present 
investigation was to sample a number of regular classroom teachers 
in Canada, specif1ca11y, in Ontar10, to determine if a siml1ar 
relationship would be found in this educational env1ronment. 
The Research Quest ions 
Through the research conducted in th1s study, using a sample 
of educat10nal profess1onals in the f1eld, the follow1ng quest10ns 
were addressed: 
. do grade six, seven and eight teachers express confidence in 
teaching the E/SD student 1n the context of the regular class 
setting; 
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· do grade six, seven and eight teachers w1th more years experience 
feel more conf1dent 1n teach1ng the E/BD student 1n the1r classes 
than less experienced teachers; 
· do grade six, seven and e1ght teachers bel1eve that they are well 
quallfied and/or trained to teach E/BS students; 
· do grade six, seven and e1ght teachers exh1bit negat1ve b1ases 
towards the E/BD student population; 
· do grade six, seven and eight teachers have negative expectat10ns 
of E/BD students; 
· do grades six, seven and eight teachers with more years teaching 
experience hold a more positive attitude towards the E/BD chl1d in 
their regular classes than their less experienced peers; 
· do grade six, seven and eight teachers with more course work 1n 
special education and/or course work spec1fic to the needs of the 
E/BD child have a more positive att1tude towards the E/BD chl1d 1n 
their regular classes than those teachers without course work 1n 
these areas; 
· do female regular education teachers express greater confidence 
than male regular educators in teaching E/BD students in the regular 
setting; and, 
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· do grade s1x, seven and e1ght teachers bel1eve that E/BD students 
should be g1ven the opportun1ty to partic1pate 1n the regular class 
setting wherever poss1ble? 
Implications of the research f1ndings may ass1st 1n 
determ1n1ng how, as educators, we m1ght be successfu11n the 
implementat10n of 1nclus1onary pract1ces for 
emot1onally/behaviourally disordered students. Of secondary concern 
will be an examination of the following relationsh1ps: 
· teacher experience; 
· gender d1fferences; and, 
· teacher percept i on of success. 
Definition of Terms 
The following terms are used throughout this research study: 
o att1tude - a set of be11efs held by an indiv1dual which will 
influence his/her percept10n of a person and/or sttuat10n which wl1l 
determine how that indiv1dual will act. 
o contag1on - the transference, through contact, of ideas, attitudes, 
behaviour, emotions and the like. 
o emot1onally/behav1ourally d1sordered - a populat1on of 
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students whose d1sab111ty man1fests ttself 1n emot10nal/behav10ural 
manners that restr1ct the1r progress or the progress of others 
through the educat10nal system academ1cally and/or soc1ally. 
· inclusion - used here to refer to the pract1ce of ma1nstream1ng 
special needs students w1th1n the regular classroom as full t1me 
students. 
· integration - refers to the practlce of gradually ma1nstream1ng 
the exceptlonal student lnto the regular educat10nal venue. 
· malnstreamlng -the practlce of plac1ng spec1al needs students 1n 
regular educatlon classes (usually age appropriate) so that they may 
have the exper1ence of be1ng 1n the "ma1nstream" of educat10n. 
· middle school - typically refers to grades seven and e1ght 
(sometimes grade s1x and/or grade n1ne) where1n students receive a 
rotary instructional program slml1ar to that found 1n the secondary 
school settlng. 
· R.E.1. - regular educat10n 1n1t1at1ve, the term attached to the 
movement to 1mplement the pract1ce of inclus10n. 
· regular class teacher - an educator who teaches 1n the 
"tradit10nal" grade levels 1n a school sett1ng. 
· resource teacher - an educator w1th spec1a11zed tra1n1ng who 
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will support and assist the regular classroom teacher. 
· resourclng - refers to the pract1ce of offer1ng support and/or a1d 
a$ needed, 1n th1s context, offered from a teacher and/or consultant 
well versed in behav10ur except1onal1t1es and effect1ve pract1ces to 
an individual and/or group of teachers. 
· self-contained classroom - denotes a segregated class sett1ng 
for students ident1fied as exceptional; integrat10n 1nto the regular 
program is very limited, 1f at all. 
· service delivery - a process by wh1ch the spec1f1c needs of 
except i ona 1 students are met. 
· teacher b1as - a primar11y affect1ve react10n expressed as an 
attitude stemming from the teacher's personal1ty and h1s/her 
definition of his/her role as teacher (Brophy & Good, 1974). 
· teacher expectat10ns - a pr1marily cogn1t1vely der1ved 
prediction of probable future ach1evement and behav10ur based upon 
given data (i.e., past and present record of academic achievement and 
behaviour) (Brophy & Good, 1974). 
· withdrawal program - an educat10nal program offered to those 
students who need a smaller class sett1ng than the usual w1th the 
benefit of a teacher who has special1zed tra1n1ng 1n the ident1fied 
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d1sabll1ty of the student. 
Summary 
Much literature has examined both the educational value as 
well as the educational concerns of inclus10nary practice of special 
needs students. This study was conducted to examine teacher 
att itude and confidence as these pertain to the 
emotionally/behaviourally disordered student in the regular 
classroom. These were determined through an examination of the 
demographic information suppl1ed by the teachers in relation to 
teacher responses to a questionnaire, developed for the purpose of 
the study and administered to grade six, seven and eight teachers in 
one urban school board in southern Ontario. 
The first chapter of this thesis introduced the purpose and the 
rationale for the study. Chapter Two reviews l1terature which is 
specifically related to the examination of teacher attitude and its 
effects on student performance. Chapter Three outlines the 
procedures and methodology to be used in the study. Analysis of 
results and educat1ona11mpllcations w1ll be offered in Chapters 
Four and F1ve respectively. 
CHAPTER TWO: REVIEW OF THE RELATED LITERATURE 
Introduction 
The l1terature with respect to teacher expectancy effects, 
teacher bias, self-fulfl111ng prophecy, labelling effects, teacher 
confidence, and teacher perception is plentiful. With respect to this 
thesis a review of the l1terature was conducted as it applies to 
teacher attitude towards the inclusion of emotionally/behaviourally 
disordered students. Do regular education teachers hold negative 
biases towards this particular student population? Are teachers 
confident of working successfully in the regular education setting 
with this group? These are questions that were explored through the 
literature. Material was selected that held particular relevance to 
the questions being posed. 
Theoretical Framework 
The mainstreaming of special needs students has been an on-
going point for discussion among educators, policy makers and 
researchers allke. The areas of concern surrounding the issue of 
implementation of mainstreaming appear to be: achieving positive 
results (academic and social) for the students; instilling confidence 
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in the teaching staff of the probabl11ty of student success; and 
f1nally, sat1sfying the adm1n1strat1ve needs of the educat10nal 
systems that are currently struggl1ng to 1mplement ma1nstream1ng 
in1tiat1ves. These concerns are perhaps in the1r sharpest focus as 
they pertain to the emotionally/behaviourally disordered student 
population. As educational systems move towards the 1ntegratlon 
and wholesale inclusion of this particular body of the student 
population, the focus of concern appears to be the ab111ty of the 
regular classroom teacher population to effect the Institution of 
successful programming for these students In spite of the 
documented biases against this group (Algozzlne, Mercer & 
Countermlne, 1978; Cook et al., 1990; Downing, Simpson & Myles, 
1990; Good & Brophy, 1972; Semmel, Abernathy, Butera & Lesar, 
1991; Ysseldyke & Foster, 1978). The possible inabl11ty of regular 
classroom teachers to overcome preconceived attitudes that view 
E/BD students as unable to succeed In the regular education setting 
may doom this group to successive failure. In essence, will the so-
called "Pygmalion effect" (Rosenthal & Jacobson, 1968) preval1 to 
the detriment of the E/BD students? The research on this subject 1s 
massive, deta1led, contradictory and at t1mes, somewhat 
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inconclus1ve. The truth may, in fact, l1e somewhere 1n the sum total 
of the research currently aval1able and may emerge more clearly as 
more and more research efforts are undertaken. 
L 1terature Rev1ew 
The mainstream1ng of the E/BD student 1s perhaps one of the 
most debated top1cs of the 1n1tiat1ves currently under cons1derat1on 
to destream special needs students. Educators appear to be most 
reluctant to accept the E/BD student into their regular classrooms. 
The perception and understand1ng of the E/BD student can be v1ewed 
as largely negative. The resulting att1tude towards work1ng w1th 
these students 1n the context of the regular classroom sett1ng has 
been characterized by reluctance, rejection, and low success 
expectations (Cooper & Good, 1983; Good & Brophy, 1972; Helton & 
Oakland, 1977; Horne, 1985). The power and 1nfluence of teacher 
expectat10n has been documented as an "emp1r1cally supported fact 
exert1ng an 1mportant influence on student achievement, behav1our, 
and se If-esteem" (Algozz1ne & Curran, 1978; Brophy & Good, 1974; 
Bryan, 1974, Bryan & Wheeler, 1972, Hersh & Walker, 1983, Kornblau 
& Keogh, 1980, Maddox-McG1nty, 1979, c1ted 1n Semmel, Abernathy, 
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Butera & Lesar, 1991). Educator bias against mainstreaming 
students identified as behaviourally disordered has been identified 
(Forness, 1979, Hollinger, 1987, c1ted 1n Down1ng, S1mpson & Myles, 
1990). Antonak (1980) employed "ordering theory" for the purpose of 
devising a "hierarchy of attitudes toward exceptional1ty" (p.232). 
This study determined a hierarchal scale on two levels: one focused 
toward community-integration of the exceptional student; the other 
focused toward school-integrat1on of the exceptional student. Of his 
findings Antonak stated: 
It is interesting to note that the behaviourally disordered 
were rated less favourably than all other types of 
exceptionality other than the severely and profoundly impaired 
on both the community and school integration statements. 
(p.236) 
Other studies have 1ndicated that when teachers are given a 
choice of receiving identified learning disabled students or 
behaviourally disordered students, teachers demonstrated a definite 
preference towards the LD children (Vandivier &Vandiv1er, 1981, 
Will iams & Algozzine, 1979, cited in Downing, S1mpson & Myles, 
1990). Further, behaviourally disordered students had the highest 
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rejection rates of all ma1nstreamed students (Vand1v1er & Vand1vier, 
1981, Wl1liams & Algozzlne, 1979, cited 1n Down1ng, S1mpson & 
Myles, 1990). A possible cause for th1s may be one of percept1on, 
that ls, teachers perce1ve these students as hav1ng undes1rable 
personal1ty traits (Helton & Oakland, 1976) and w1ll reject them 
based on this perception (Good & Brophy, 1972; Helton & Oakland, 
1976; Sl1berman, 1969). 
These students are often held in very low esteem by both peers 
and teachers, leading to exclus1on, reject1on, neglect, poor 
lnstruction, and a low quality of l1fe 1n school. Also, teachers 
and administrators often do not agree about how to handle 
students whose behaviour 1s extremely distasteful to them. 
(Cook et al., 1990, p.23) 
Teacher Att1tude 
Wllson (1988) acknowledged that teacher att1tude can be very 
powerful, relat1ng att1tude to "bel1ef systems wh1ch permeate all 
aspects of the delivery process" (p. 2). Semmel, Abernathy, Butera 
and Lesar (1991) determ1ned that current teacher preference 
reflected a bel1ef that spec1al needs students were best served in 
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the current "pul1out programs" 1n elementary schools. Further, 
teachers did not perce1ve themselves as having the ab1l1ty to 
effectively teach curriculum requirements as d1ctated by pol1cy and 
concurrently make mod1flcatlons and 1ndiv1dual1zat1on reQu1red to 
achieve success w1th special needs students (Semmel, Abernathy, 
Butera & Lesar, 1991). Si lberman ( 1969) examined the influence of 
teacher attitude through observation of teacher behaviour to 
determine if there was first, a "link" between attitudes and 
behaviour; and second, to examine "the relat10nship between specific 
attitudes and behaviours" (p. 402). Teacher attitudes towards 
students were grouped into four categories: attachment, concern, 
Indifference, and rejection. Teacher behaviour was measured through 
frequency of behaviour exhibited towards the four attitudinal groups 
specified above. Behaviours were measured under the categories of 
contact, positive evaluation, negative evaluat1on, and aCQu1escence. 
Through the process of interv1ew and observation of both teachers 
and students Sl1berman was able to determine that teachers 
"communicate certain attitudes with greater consistency and clarity 
than they do others" (p. 405). Of particular 1nterest here are the 
results of Sl1berman's work as they relate to E/BD students. These 
are the students that S 1lberman descr1bes as those students who 
received the h1ghest level of negat1ve contact and negat1ve 
evaluat1on. Sl1berman noted that "reject1on" students created 
conf11ct for teachers 1n the1r deal1ngs w1th them. 
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On the one hand, teachers attempted to ach1eve a measure of 
rapport w1th students they rejected by g1v1ng them frequent 
attention and pra1se. On the other hand, they counteracted such 
pos1tive expressions by pun1sh1ng the students through den1al, 
cr1ticism, and even expulsion from the class. (p. 406) 
Silberman was able to determine three major issues as a result of 
his study: teachers do express the1r att1tudes towards students 
through their actions; d1fferent att1tudes are expressed through 
different actions; and students (who are referred to as the 
recipients of the teachers' act1ons) are very much aware of the 
attitudes be1ng expressed towards themselves and others. In 
conclus1on, Sl1berman states: 
Thus, 1t 1s l1kely that the daily classroom exper1ence of 
recip1ent students 1s s1gn1f1cantly altered by teachers' act10ns 
which express their att1tudes. These actions not only serve to 
communicate to students the regard 1n wh1ch they are held by a 
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significant adult, but they also guide the perceptions of, and 
behaviour toward, these students by their peers. (p.407) 
In a replication and extension of Silberman's study (1969), Good and 
Brophy (1972) were able to substantiate Silberman's work and were 
found to be in agreement with Sllberman 1n the1r determination that 
"Attitudes toward individual students significantly affected the 
teachers' behaviour" (p.618). With respect to "rejection" students 
Good and Brophy found that this group received more criticism, were 
viewed as being unable to do anything right, were under constant 
surveillance, received less feedback, had fewer reading turns, and 
teacher behaviour towards this group involved efforts effect1ng 
behaviour control as evidenced by the extreme number of behavioural 
contacts with the teachers (pp. 618 - 622). In contrast to Silberman 
who "reported that teachers had Similar contact frequencies wah 
rejected students as with others, but they both praised and 
criticised them more frequently" (S11berman, 1969, cited in Good & 
Brophy, 1972, p. 622), Good and Brophy found that "rejection" 
students in fact received much less public contact from the teachers 
and that any such contact tended to involve criticism thus making it 
"clear that teachers in this study rejected and avoided rejection 
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students" (p. 623). When these two studies are cons1dered jo1ntly 
with the following focal po1nts in m1nd - the observat1on of 
S1lberman that both students and their peers are very much aware of 
teacher attitudes and behav1ours; and that both stud1es were 
conducted using primary grade students and teachers - the Question 
is raised as to what happens to the so-called "rejection" students as 
att itudes and behaviours become more entrenched as this part icular 
group of students passes into the upper grades. In respect to the 
inclusion issue of E/BD students, teacher attitude may create a 
formidable obstacle to the success of any such initiative. 
Teacher Attitude and Inclusion 
Larrivee and Cook (1979) addressed the role of teacher 
attitude as "a far more potent variable 1n determin1ng the success of 
mainstreaming" (p.316). Their study consisted of the development 
and distribution of a teacher opinion survey relative to 
mainstreaming learn1ng d1sabled chl1dren. Of the 2500 
Quest1onna1res sent out to 250 randomly selected schools spread out 
over six states they reported a return of approximately 50~. It was 
be lieved that this was a viab Ie representat ion that would be 
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indicative of teacher attitudes and perceptions. Their findings 
Indicated that teacher attitude became progressively more negative 
a? the grade level taught Increased, with the greatest level of 
negativism being at the Junior high level. Additionally, they found 
that teacher att1tude was more pos1tlvely 1nfluenced by the 
teacher's perception of administrative support and level of 
avallab1l1ty of support services. It was concluded that the single 
most important variable of teacher attitude towards malnstreamlng 
was teacher perception of their degree of success In dealing with 
the special needs chl1d (Larivee & Cook, 1979). As with the flnd1ngs 
of Larrivee and Cook (1979), Green, Rock and Weisensteln ( 1983) 
also found that "1ncreased knowledge may go hand In hand w1th 
Increased acceptance of exceptional children In the classroom" 
(p.183). 
The "Pygmal1on" Effect 
The "pygmal1on effect" (Rosenthal & Jacobson, 1968) has been 
well documented and debated. The Influence of "teacher behaviour to 
different groups [of students] became an important influence on the 
chlldren's achievement" (Rist, 1970, p.41l). To state that teacher 
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bias ex1sts would be quite accurate but to take 1t one step further 
and state that teacher b1as against the except10nal student 
maintains low achievement levels would be to enter an area of 
research that has generated much debate. Th1s part1cular focus of 
educational research was brought into the forefront by Rosenthal 
and Jacobson (1968) in their much publ1c1sed study referred to as 
the Oak School experiment. This experiment examined the effect of 
teacher expectat ions and the perceived "se lf -fulfll11ng prophecy" on 
student achievement, the results of which were publ1shed under the 
title Pygmalion in tIJe Classroom(Rosenthal & Jacobson, 1968) and 
is often referred to simply as the "pygmalion study." At least part of 
the controversy relates to the fact that the Oak School experiment 
has never been replicated (Brophy, 1983) with siml1ar and therefore 
val idating results. According to Brophy (1983), the attempts to 
replicate the study conducted by Rosenthal and Jacobson (1968) 
involved the use of "phony" information in an attempt to create 
teacher expectations. Whlle Brophy does point out the many 
crit1cisms surround1ng the "pygmal1on" 1ssue he does 1n fact agree 
that there is enough sustain1ng ev1dence to support the theory in 
general (p. 632), Of note 1s that "teacher expectations accounted for 
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3% - 9% of the var1ance 1n adjusted ach1evement scores" (McDonald & 
Elias, 1976, cited in Brophy, 1983). Further stud1es showed 
agreement with these f1nd1ngs (Brattesani, We1nstein, M1ddlestadt & 
Marshall, 1981, Sm1th, 1980; cited 1n Brophy, 1983). These levels 
appear small but serve the purpose of demonstrat1ng the ex1stence 
of a "pygma11on effect." Of particular note here is that the above 
studies were conducted 1n regular educat10n "average" classes. When 
examining teacher behaviour as it 1nteracts w1th students Brophy 
( 1983) makes note that top1cs to be cons1dered include such 
variables as teacher personality, large and small group settings, 
time of year, curriculum content, grade level, and what could be 
termed as "teacher profess1onalism"; th1s refers to the act10n of 
teachers adjusting and moderat1ng teach1ng styles and personalizing 
curriculum in order to meet student needs (as opposed to a perce1ved 
pygmalion effect 1n operat1on). Of particular relevance for 
exceptional E/BD students 1s the informat1on as it relates to low 
achievers and negat1ve expectat1ons, "- unfortunately - teachers are 
more likely to be affected by 1nformat1on lead1ng to negative 
expectations than 1nformat1on leading to pos1t1ve expectations" 
(Mason, 1973, Persell, 1977, Seaver, 1973, Cited 1n Brophy, 1983). 
And further, "there is a need for particular focus on how low 
expectations can cause teachers to l1m1t students' progress" 
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(Brophy, 1983, p. 640). When low expectat10n students, for example 
E/BD students, are placed 1nto segregated classes Brophy (t 983) 
warns that "low expectat10ns are more likely to become entrenched 
norms that channel teacher and student behaviour w1thout ever be1ng 
seriously questioned" (p. 643), Other research studies have taken the 
idea of the pygmal1an effect one step further 1n suggesting that not 
only do students react and respond to teacher expectat10ns but that 
teachers react and respond to student expectations 1n what could 
only be termed a symb10tic relationship dependent on many 
variab les. Carr, Taylor and Rob1nson (t 99 1) refer to th1s as the 
creation of a "soc1al system in wh1ch reciprocal influence 1s the 
rule" (p. 534). In their study of the effects of student behav1our, 
spec1f1cally, severe m1sbehav1our, these researchers determ1ned 
that teachers' curriculae demands were reliably altered and lowered 
through what they determ1ned to be "pun1shment" afforded to the 
teachers by the students through the cons1stent d1splay of severe 
misbehaviour. Th1s was 1n stark contrast to the behav10ur of the "non 
problem" students who "rewarded" the teachers' efforts through 
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acceptable behaviours. "Thus, the causal process see'ms to 1nvolve a 
situation in which punishment of teaching efforts results 1n low 
rates of task demands" (p. 532), and that "chl1dren, rather than 
adults, may sometimes shape the academic curr1culum" (p. 532). 
These researchers conclude from the f1nd1ngs, that regardless of the 
effect iveness of educat lonal procedures 1n "normal situat1ons" (1.e., 
non-prob lem children), that these same procedures may "produce 
poor outcomes, not because the procedures themse lves are 
inadequate, but rather because the procedures generate a high rate 
of punishment (via child effects) for the agent attempting to use 
them" (p. 533). They further state that when the teacher does not 
"maintain his or her treatment behaviour, it is reasonable to expect 
that treatment effects too wl1l not be maintained" (p. 533). Th1s 
determination of the existence of a "social system" in which teacher 
and student are acting and reacting to and with each other has been 
described by others. In their examination of the so-ca11ed pygma110n 
effect in the classroom, Feldman and The1ss (1982) determined that 
teacher and student expectations rest one upon the other. Th1s is not 
to say that self-fulf111ing prophecies do not exist, but to consider 
that they are very compl1cated as there 1s more than one factor to 
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consider here - there is more than one pygmal10n 1n the classroom. 
"It is thus clear that teacher-student 1nteraction is a compl1cated 
phenomenon, w1th both part1es act1ng as Pygmal10ns in the 
classroom" (Feldman & Theiss, 1982, p. 223). Th1s "joint pygmal10n 
effect" is rather interestingly represented 1n a study done by 
Matthews (1982). Matthews presents h1s work as purely an example 
of the effect of low teacher expectat10ns referr1ng to "the 
destructive cycle of self-fulfi1l1ng prophecy" (p. 502) and hoped that 
"it was now ev1dent how teacher expectation effects can harm the 
achievements of pupils" (p. 502). A closer examination of the 
material as it was presented revealed that it was not the teachers 
who created the expectation but rather 1t was the teachers 
respond1ng to observed behav10urs of the students. 
Class 35 students however, were notorious among teachers of 
the third year, to the extent that a series of meetings was 
held to discuss their behaviour. As a class they required 
cont1nual d1scipl1n1ng and 1n d1scuss1on d1splayed not a sparkle 
of interest or perception. (pA98) 
By compar1son Matthews descr1bed two other classes as hav1ng a 
"pleasant att1tude" wh1ch "encouraged a more detal1ed approach to 
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the various top1cs wh1ch they were taught" (pA98). Clearly then J one 
can surm1se that what happened here was teachers react1ng to the 
observed behav10urs and perce1ved needs of a class, a group of 
students that statis1cally were no different 1n abil1ty than the 
other classes, "stat1st1cally 1t conta1ned a very good cross sect10n 
of third year pupils" (p. 500). It 1s poss1ble that th1s 1s an example 
of the teachers and students as "pygmal10ns" as exam1ned by 
Feldman and Theiss (1982). This particular study (Matthews, 1982) 
raises two other issues of concern to teacher expectancy research. 
Cooper and Good (1983) describe the role of teacher expectancy 
behaviour as falling into two categor1es; the first 1s descr1bed as 
those behaviours that can be classified as "se If-fulf1ll1ng 
prophecies" and the second refers to "sustaining expectation 
effects," These two classifications are differentiated by Cooper and 
Good as the former creating change and the latter prevent1ng change: 
self-fulfilling prophecies create change in student 
performance J while sustaining expectat10n effects prevent 
change in student performance. Self-fulf1lling prophecies are 
visible and dramatic but may infrequently occur 1n natural 
classrooms. Sustaining exp~ctation effects are subtle but may 
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occur frequent ly. (p. 6) 
What has perhaps been unw1tt1ngly potrayed by Matthews (1982) 1s 
that teachers were unable to effect change w1th a part1cular group 
of students who were perce1ved as be1ng diff1cult. It therefore 
became the expectation that these students would continue to be 
difficult and were consequent1ally approached 1n a manner that 
sustained the inappropr1ate behav10ur and resulted 1n, not 
surprisingly, low achievement. "The problems of 3S were 1n att1tude 
rather than ability, and led to the assumption that the class was not 
on ly badly behaved but unintelligent as well" (Matthews, 1982, p. 
500). Matthews goes on to refer to the poor "reputat1on" that this 
particular class had garnered for itself and how th1s affected the 
approach taken towards it 1n other subject areas (Matthews, 1982, 
pp. 500-502). When Matthews referred to the "reputation" of this 
class, 1n effect he stated that th1s class had earned a "label" that 
the teaching staff taught to, thus creat1ng a "susta1n1ng expectation 
effect." This brings forth the second research concern when 
examining teacher att1tudes and expectat1ons, that of the effects of 
labels as they apply to students and the resultant teaching 
practices. The question; "Are teachers predisposed to the label and 
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therefore teach to it?" has created yet another body of research that 
needs to be examined when determining the effect of teacher 
att ltude towards student behaviour, student ach1evement, and the 
integrat10n of students w1th except10nal1t1es, spec1fically, those 
who have been "identified" and "labelled" emotionally/behaviourally 
d 1 sordered. 
Labelling Effects 
The use of the word "label" 1n the context of defining a student 
by his/her exceptionality denotes an "expectation set" that is 
s1gnificant in the treatment of the so-labelled student by that 
student's "expectation network" (F1nn, 1972, cited 1n Blease, 1983). 
The expectat10n network within the school consists not only of the 
teacher but also of the students, the environment w1th1n the 
classroom (to 1nclude both physical and psycholog1cal), the 
curr1culum, curr1culum mater1als, and types of learn1ng act1v1t1es 
presented to the students. Outside of the school the expectat10n 
network 1s expanded to 1nclude parents, sibl1ngs and peers. F1nn 
(1972, c1ted in Blease, 1983) suggests that: 
Expectations formed by teachers, pupl1s and others over t1me 
are constantly being reinforced and/or modified through the 
daily events of both classroom and elsewhere, and that they 
"playa more formidible role in shaping the individual's 
behavi our", (p. 124) 
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The expectat ion set and network act in concert with each other with 
the culminative effect that once a person 1s evaluated and assessed 
(labelled) then it is anticipated that the person (student) "will act in 
a manner consistent with the assessment (labe1)" (Blease, 1983, p. 
124). Blease goes on to state that as a student moves through the 
educational system the expectations set by the assessment become 
more firmly established and are thus more difficult to alter and/or 
change. In other words, once labelled, the label sticks. 
Consequentially, as information accummulates throughout a 
child's school career, the expectations held by the members of 
his expectation network are l1kely to become more firmly 
established and more resistant to change brought about by any 
single inconsistent piece of behaviour. (p. 125) 
Blease is not remiss in his notation that with the label in place, a 
student will develop a negative expectancy of the educative process 
and will himself perform to the label which in turn 1s reinforced by 
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the teacher. Foster, Ysseldyke and Reese (1975) ascertained that 
teachers do in fact respond to the label (this study focussed on the 
label "emotionally disturbed") with "a mental set based on 
preconceived expectancies" (p.473). The teacher will then interact 
with the chl1d from the perception of the bias effect regardless of 
confl lCt ing behavioural evidence. Should the chl1d respond to the 
bias then the chl1d has in effect reinforced it, completing the cycle 
and entrenching the bias. "A series of pos1t1ve feedback loops is 
established and an iatrogen1c disease 1s 1n the mak1ng" (p.473). 
These researchers go on to state the viewpoint that, "The act of 
labelling another person is a social behaviour which is learned and 
reinforced" (p.473). They be lieve that the labe 1 "emotionally 
disturbed" contains certain "evaluative components" and as a result 
"objective evaluation and treatment of the labelled child becomes 
problematic" (p.473). In a later study by Algozzine, Mercer, and 
Countermine (1977) these findings were supported. They determined: 
that some of the characteristic disturbances or disabl1it1es 
thought to exist in children may, in fact, be the result of 
disturbances in the interface between the child's behaviour 
and other individuals' attitudes (expectat10ns) toward that 
behaviour as determined by the label assigned to the chl1d. 
(p. 132) 
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Ysseldyke and Foster (1978) further exam1ned the labelling effect on 
teacher expectanc1es, spec1f1cal1y teachers 1n the regular classroom 
reacting to the label of emotionally disturbed as well as learning 
disabled. Ysseldyke and Foster were able to conclude that: 
deviancy labels do result 1n an alterat10n of teacher 
expectancy toward the chl1d so labelled, and this change of 
expectancy can result in an alteration of a teacher's object1ve 
evaluation of a chlld's behav10ur. (p. 615) 
The evidence presented 1n the above studies appears to be fa1rly 
consistent 1n their results. However, 1n a study of expectancy 
effects of labels, Reschly and Lamprecht (1979) challenged the 
propos1t10n that labels create exceptional1ty rather than the 
converse. The results of their findings generated several 1nteresting 
conclusions. Pr1marl1y, the study suggests that given enough 
opportunity over t1me to observe behav10urs that are 1nconsistent 
with the label, regular classroom teachers w1ll not reta1n the 
expectancy that the label 1nitially generated (p. 57). Reschly and 
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Lamprecht further concluded that the expectancy effects 1nduced by 
labelling are decreased as the amount of 1nformat1on 1s 1ncreased 
and "that dec1sions made 1n the v1rtual absence of relevant 
1nformation are likely to be stereotyp1c" (p. 57). F1nally, Reschly and 
Lamprecht conclude that the results of their study suggest that 
g1ven the opportunity, "teachers ult1mately form expectations on the 
basis of the child's actual behaviour" (p.57). Although this study is 
"food for thought" it must be noted that the findings contained 
therein are suggested trends by the authors and can not therefore be 
accepted as conclusive ev1dence of teacher behaviour. Also of note 1s 
the fact that this particular study (Reschly & Lamprecht, 1979) 
examined teacher response to the labels "gifted," "normal" and 
"educable mentally retarded" and d1d not look at the expectancy 
effects produced by the label "emotionally/behaviourally disturbed." 
In a study aimed specifically at teacher response and resultant 
attitudes towards this particular exceptionality grouping (E/BD) 
Fe ldman, Kinnison, Jay and Harth (1983) determined that not only do 
1 abe 1 s affect teacher response but that teacher response can be 
differentiated by separating the group into emotionally disturbed 
and behaviourally disordered. They be11eved that their findings were 
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conclusive in that teachers consistently favoured those students 
who are labelled behaviourally disordered over those students who 
were labelled emotionally disturbed. Of part1cular 1nterest 1s that 
their "conclusive findings lend substantial support to the 
d1fferential and detr1mental effects of labe1l1ng" (p. 197) and that 
labels: 
do reflect inferences critical to these indiv1duals' ab111ty to 
change behaviour modes (1.e., educability), be educated or 
eligible for instruction in the least restrictive environment 
(i.e., mainstreaming potential), and obtain posit1ve prognosis 
for future life chances. 
The conclusion that "labels do 1nfluence teacher perceptions" 
(Feldman, Kinnison, Jay & Harth, 1983) with its subsequent negative 
effect on mainstreaming possib111t1es 1s further supported by Safran 
and Safran (1985) who put forth the view that "Teacher's 
perceptions of problem behaviours have substantial1mpact upon 
mainstreaming handicapped students" (p.20). The authors suggest 
that the possible cause for the resistance to mainstreaming E/BD 
students is the teachers' "overriding concern" regarding "behaviour 
contagion" or "ripple effect" that teachers perce1ve w1ll result from 
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the inclusion of E/BD students in the1r classes (p.21). 
Contag1on Effects 
Contagion refers to the ready transm1ss1on or spread of an 
idea, att1tude and behav10ur from the "behav1our" students to the 
"regular students." The belief 1n the fear and concern regard1ng the 
contagion effects of inclus10n of students in the regular class 
setting who may demonstrate behav10ur concerns 1s further 
supported by research conducted by Gersten, Walker and Darch 
(1988). Through the1r study of teacher effect1veness and tolerance 
Gersten, Walker and Darch determ1ned that: 
Those teachers w1th the strongest reperto1re of effect1ve 
teaching techniques say they wl1l tolerate less maladaptive 
behaviour and that they are more likely to act1vely resist 
placement of students w1th spec1f1c hand1capp1ng cond1t1ons. 
(p.437) 
Safran and Safran (1985) were able to determine a sign1ficant 
emphasis on the "contag1on effect" (p. 25) w1th1n the context of the 
disruptive student and that such a student would receive a 
disproportionate amount of negative contact from the teacher as 
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they would be viewed as the primary cause for classroom disorder. 
Safran and Safran state: 
Because 1n1t1al negat1ve percept10ns of d1srupt1ve students 
are retained despite documented behav10ural 1mprovement 
(Lew1n et al., 1983), these results suggest that the 
handicapped chl1d or any other chlld labelled as or reputed to 
be disruptive may be at a continuing disadvantage 1n the 
regular classroom. (pp. 25-26) 
The authors suggest that because of the regular teachers' bel1ef in 
"their respons1bility to the welfare of the larger group, intr1nsically 
disruptive behaviours (1.e" negat1ve, aggressive) are least 
acceptable" (p. 26). "Thus, a regular educator's reluctance to accept a 
handicapped child may be due less to issues of manageabll1ty than 
time [spent dealing w1th a small portion of the class populat1on]" 
(Thompson, White, & Morgan, 1982, c1ted 1n Safran & Safran, 1987) 
and/or fear of behavioural contag1on 1n large group sett1ngs (Safran 
& Safran, 1984, 1985, cUed 1n Safran & Safran, 1987). Further to 
this was the finding 1n another study that 
elementary teachers are least tolerant of outer-directed 
behaviours - those that disrupt other chl1dren (negat1ve 
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aggressive, poor peer cooperation). These responses may be a 
direct consequence of concerns for the well-being of the 
group; excess1ve nonacademic management and t1me 
expenditure for the one or few at the expense of the many. (p. 
242, Safran & Safran, 1987) 
This finding is supported in the work of Landon and Mesinger ( 1989) 
who identified that 1ntolerable behaviours were those "that are rude, 
insolent, provocative, hostlle, impertfnent, surly, threaten1ng, and 
so forth are hard to tolerate even when one believes that the chl1d 
has no control over such actfons and regarless of the educational 
sett ing" (p. 247). The bias of regular educat ion teachers against the 
mainstreaming of E/BD students can thus be viewed as stemming 
from negative perceptions of these students. The negative 
perceptions and subsequent attitudes may well be the result of an 
issue of ownership and intentiona11ty and a bas1c conceptual b1as 1n 
the understanding of E/BD students. 
Conceptual Biases 
The labelling biases described in the research may in part be 
the result of a conceptual bias that the label emotionallyl 
behaviourally disordered induces. E/BD students are viewed as 
choosing: 
deliberately to exhibit a pattern of social deviance that is 
highly adversive to others. That is, these chl1dren and youth 
are thought of as capable of behaving 1n more appropriate 
ways but are act ive ly deciding not to do so. Thus they are 
thought of as undeserving. (Cook et a1., 1990, p. 19). 
At issue here is the concept of problem ownership and 
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intentionality. Brophy and Rohrkemper (1981) conducted a study 
based on Gordon (1974) who "suggested that 1dentification of who 
owns the problem is important in examining classroom conflicts" 
(Gordon, 1974, cited in Brophy & Rohrkemper, 1981, p. 297). 
Conflicts or "problems" were categorized into three d1st1nct classes: 
teacher-owned problems, shared problems, and student-owned 
problems. 
Shared prob lems are those "in which the teacher and a student 
interfere with each other's need satisfaction, and student 
owned problems [are those] 1n wh1ch students' need 
satisfaction 1s frustrated by people or events that do not 
include the teacher." (p. 297) 
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Of particular interest to this study was the perception of teacher-
owned problems. These were described as problems "in which 
student behav10ur interferes w1th the teacher's meet1ng h1s or her 
own needs or causes the teacher to fee 1 frustrated, upset, irritated, 
or angry" (p. 297). Specifically these students were identified as 
those who were typically aggressive towards their peers and were 
underachievers engaging in frequent off-task behaviours thus 
creating a "problem for the teacher but do not have a problem 
themse lves (their need sat isfact ion is not being frustrated)" 
(Gordon, 1974, cited in Brophy & Rohrkemper, 1981, p. 301 ). From the 
results of their study Brophy and Rohrkemper (1983) developed the 
following conclusions: 
That teachers' attributions about self and students differed 
according to level of problem ownership; that teachers do not 
look to themselves as the causes, in whole or even in part, of 
classroom behaviour problems; {statistics from this study] 
i nd 1 cate that teachers' attr1 but ions concern 1 ng students' 
abil1ty to contro 1 their behav10ur covary with prob lem 
ownership; and finally, the teachers were very likely to see 
students presenting teacher-owned problems as able to 
control their behaviour, and thus blameworthy for the 
problems they created. (pp. 303-305) 
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The beliefs as expressed by teachers in this study resulted in the 
frequent referral of those students perceived as creating teacher-
owned prob lems (1.e., those students ident ified as "host l1e, 
aggressive and defiant") to parents or school support services (p. 
305). On the issue of referral to school support services, Otto 
(1986) in a study of the findings of Ysseldyke and Algozzine (1983) 
reported the f 011 ow i ng: 
Who gets referred for psychoeducational evaluation is whoever 
teachers decide to refer; the actual placement decision has 
little to do with the data gathered; [placement] decisions are 
based on sex, socioeconomic status, physical appearance, 
reason for referral, aval1abl1ity of services, and parents' 
power in the school system; teachers' referrals [are] the most 
powerful determiners of who gets special help; and finally, 
what teachers say they expect to gain from referral is testing 
and placement. (Otto, 1986, pp. 573-574) 
A I though the research reported in the study by Otto re 1 ated 
specifically to practice in the area of the learning disabled student, 
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these findings may have relevance to the study of the 
emotionally/behaviourally disordered student. In l1ght of the 
research studies and f1nd1ngs described In the forego1ng text, the 
implication that referral practices for the E/BD student would be 
very slmllar 1f not more defin1t1ve 1s most evident. Certainly 
research from th1s particular perspective would be most 
enlightening and useful1n determining teacher referral practices 
with respect to the E/BD chlld. The study by Brophy and Rohrkemper 
(1981) does make reference to this issue but falls short of making 
definitive statements. Brophy and Rohrkemper further determined 
that teacher-owned problems were believed by teachers to be 
controllable and intentional. The intentionality of the behaviour is 
perceived as "resistance to the teacher" (p. 306) with the resulting 
effect that teachers expressed a low level of confidence In 
effectively changing intent10nal problem behaviour beyond the 
"immediate situation" (p. 306). The pessimism that teachers 
demonstrated took form in restricted language, demands for 
behaviour change, little behaviour instruction, goals l1mited to short 
term behaviour control, l1mited rewards and supportive teacher 
behaviour, and a "frequent reliance on punishment or 
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threatening/pressuring behaviour" (p. 306). Brophy and Rohrkemper 
linked their findings to research previously conducted on "he lping 
behaviour" that "has estab llshed that withholding he lp 1s l1ke ly when 
victims are seen as responsible for their pl1ghts; that is, when 
observers attribute victims' problems to internal causes and see 
them as able to control the1r problem behav1our" (S1mon & We1ner, 
cited in Brophy & Rohrkemper, 1981). They further "reported similar 
patterns for parole decisions: Punishment is most harsh and parole 
least likely when the offender is seen as the source of the problem, 
as having acted intentionally, and as likely to persist in criminal 
behaviour in the future" (p. 308). It was determined that "teachers' 
attributions about students' behaviour with teachers' goals and 
strategies for dealing with these problems parallel these results" 
(p. 308). Brophy and Rohrkemper attribute this to five factors that 
are involved when a teacher deals with teacher-owned problems: the 
high risk factors to the teacher's role status; administrative 
expectations; the visibility of the problem (1.e., they occur in the 
presence of the class); teachers believe in the controllability of 
these behaviours; and finally, teachers have low expectat10ns in 
effect ing long-term positive change. This results in teacher 
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strategies that are character1zed by "pun1shment, restr1cted 
language, and minimizing of long term mental health goals in favour 
of short term or desist attempts" (p. 308). The authors suggest that 
such an approach to students presenting teacher-owned problems 
(E/BD students) "can lead to self-defeating expectations and 
behaviour, resulting in deterioration of the teacher-student 
relationship and escalation of the behaviour problem" (p. 309). 
Teacher Role Perceptions 
The teacher-student relationship is a social-interactive one. 
The perceptions the teachers bring with them of their role as 
teacher may well have a great impact on the outcome (negative or 
positive) of the relationship. Personal life history and experience of 
the teacher may have a profound effect on teacher behaviour. This 
has been referred to as "countertransference" by Maag (1991) and 
"can result in teachers behaving in rejecting and hostile ways 
towards students" (Watkins, 1985, cited in Maag, 1991, p. 8). Further 
to this there is much research on the subject of teacher personal1ty, 
good teachers, poor teachers and the subsequent value systems they 
bring with them to the profession. There is much discussion and 
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rhetoric resulting in non-definitive findings other than teachers do 
bring their perceptions of their role to them and that these 
perceptions tend to persist throughout the teacher's career. Tardif 
( 1985) states" I t is obvious that the forces of social1zat ion are very 
powerful in the school setting" (p. 147). Chase (1985) refers to 
teachers' needs for esteem and self-actualization to promote self-
fulfillment in the profession. It can be concluded that the 
introduction of students into the class setting who may further 
challenge the attainment of these teacher needs and therefore the 
fulfillment of the teacher's perceived role would at best be strongly 
resisted. Heck and Williams (1984) define this succinctly. 
People are capable of using themselves more creatively if the 
conditions that support creative responses, choices and 
act ions are present. These support ive condi t ions, according to 
Rogers (1967), include trustworthiness, empathy, caring, 
psychological freedom, and psychological safety. Human 
potential is increased when these supportive conditions are 
strengthened. (p. 4) 
These researchers go on to illuminate various methodologies that 
might enhance those conditions. They do not, however, discuss 
conditions that may threaten or weaken those conditfons. Getzels 
and Jackson (1963) state that "the personality of the teacher is a 
significant variable 1n the classroom" (p. 506), They proceed to 
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rev i ew research conducted regard 1 ng teacher persona 11 ty as it 
relates to teacher effectiveness with the conclusion that "the 
regrettable fact is that many of the studies so far have not produced 
significant results" (p. 574). Of relevance to this work is the fact 
that teacher personality as well as teacher perception of the1r role 
in the classroom setting may have a signif1cant 1mpact on the 
successful inclusion of special needs students. This especially holds 
true in light of the vast amount of literature that pertains to 
teacher bias and negativity that surrounds the E/BO student. 
Summary 
Special education services and ma1nstreaming practices for 
students identified as emotionally/behaviourally disordered can be 
described as "particularly problematic" at best. The conceptual 
biases about this population's problems may be a signif1cant factor 
in determining the nature of the negativism, frustration and 
pessimism that surrounds these students. Through understand1ng 
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and research, a feasible, effective and more humane approach to 
special education for the emotionally/behaviourally disordered 
student may be the norm. This would be a vast improvement from 
what appears to be the more accepted practice based on the 
precepts of "control, contain, and punish" (Cook et al., 1990, p. 19) 
"in the assumption that these students simply need to be forced to 
behave more appropriately" (Weinberg & Weinberg, 1990, cited in 
Cook et al., 1990, p. 19). 
The evidence and implications contained within the literature 
go far in specifying the major factors (consistently negative in 
nature) affecting the future implementation of mainstreaming 
initiatives. Factors such as teacher biases and attitudes directed 
negat ive ly toward the E/BO student populat ion; the negat ive 
influences of a perceived "pygmalion effect"; the negative effects of 
labelling; teacher belief in intentionality, controllability and 
problem ownership; strong conceptual biases as well as teacher role 
perception and personality are all influences that serve to make the 
issue of mainstreaming the E/BO student very complex and 
challenging, but not without prom1se. From the literature there are 
several research needs that have been identified and are as follows: 
55 
there is a need for research in more natura11st1c sett1ngs us1ng 
"real" teachers and "real" students as partic1pants; there is a need to 
research strategies and methodologies that would ass1st and support 
those teachers with1n the context of the regular classroom; there 1s 
a need to change exist1ng conceptual biases through education; there 
is a conSistently stated need for improved pre-service and on-going 
in-service education about the E/BD student population in the 
mainstream; and additionally, there is a need for research with 
respect to teacher att1tudes to, and mainstream1ng of, the E/BD 
child at the upper grade levels. There is the promise that from the 
perceived problems of special education with respect to 
mainstreaming the emotionally/behaviourally disordered student, 
can come the solutions if researchers and educators work, 1n 
concert, to that end. 
CHAPTER THREE: METHODOLOGY AND PROCEDURES 
I ntroduct i on 
As was described in Chapter Two, the literature relating to 
teacher attitude towards the E/BD student has demonstrated that 
there exists a definite teacher bias against these students when 
they are placed 1n the regular classroom setting. There is also much 
research on the negat1ve attitudes demonstrated by regular 
education teachers 1n dealing with student exceptiona11t1es in the 
regular class setting (Larrivee & Cook, 1979). In addition, possible 
imp I icat ions for the successful imp lementat ion of inclusion 
initiat1ves have been discussed. The current study continues this 
line of research by focusing on the att itudes and confidence levels 
as they relate to the emot1onally/behaviourally disordered student 
in middle level classrooms in Ontario schools. 
Sample and Population 
For the purposes of this study one school board was chosen to 
provide a sample of convenience of grade six, seven and eight 
teachers. This school board is located in southern Ontario. In such a 
setting students are traditionally placed in a "home room" situation 
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with one teacher who has the greatest 1nstruct1onal contact w1th 
that particular group or class usually for the sUbjects of language 
arts and math. The students then rotate through the schoo I to 
receive instruct ion from other teach1ng staff 1n content areas other 
than home room subjects (1.e., history, geography, music, etc.). 
The Schoo I Board 
The school board selected has as a component of school 
organization at the middle school level, resource/withdrawal 
classrooms for the emotionally/behaviourally disordered students. 
In such a setting, students with this identified handicap are placed 
on the regular classroom roster commensurate with their peer group. 
These students would receive instruction in the 
resource/withdrawal classroom for varying periods of time as 
dictated by student need and severity of handicap, however, they are 
regularly included (denotes full time placement in the regular 
education classroom) or integrated (refers to part time placement in 
the regular classroom) with the1r peer group to receive instruction 
in the regular classroom as much as possible. This component, as 
stated, exists in five of the m1ddle school settings in this board. 
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Other E/SD students are serviced through a full inclusion model 
whereby the student is placed in a regular classroom according to 
his/her peer group and is serviced through resource personnel within 
the context of the regular classroom setting. Additional resourcing 
of the regular education teachers is also carried out with1n the 
context of the regular classroom setting. Regular classroom 
teachers in this board have had frequent and regular contact w1th 
E/SD students in their classrooms. 
The current study was conducted in January and allowed for a 
two-week response time w1th a follow up reminder after the first 
week. It was believed that given these conditions, the sample would 
be representative of teacher attitude at the middle school level. Co-
operation was secured from the director of the board, the special 
education consultant, and from the individual principals and 
teachers within the schools. The research instrument in the form of 
a questionnaire was distributed to all teaching staff of grades six, 
seven and eight and was returned through the school mal1 in sealed 
envelopes to the researcher to ensure anonym1ty. A total of 173 
questionnaires were distributed; 94 completed questionnaires were 
returned for a return rate of 54.3 percent. 
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Instrumentation 
The questionnaire used In this study consisted of two sections. 
The first section entitled "Demographic Information" Included fixed 
variables (age, gender, years teaching experience, teacher education, 
in-service training, special education training, training specific to 
emotional/behavioural disorders) plus teacher perception variables 
(competence, personal success, student success). The second section 
of the questionnaire was a modified version of Larrivee and Cook's 
(1979) Teacher Opinion Scale. This particular research was 
substantiated by Green, Rock and Weisenstein (1983). The thrust of 
their investigation was purely to examine the valid1ty and 
re liabil lty of the Larrivee and Cook (1979) Attitudes Toward 
Mainstreaming Scale (ATMS). This study was conducted on a much 
smaller scale than that done by Larrivee and Cook (1979) and used 
undergraduate preservlce teachers and graduate students. I twas 
determined that regardless of the small response rate (30%) the 
response data would be sufficient and feasible to use In the 
investigation of scale properties. It was determined that "all 
measures had re 1 iab1l1 ty levels acceptab Ie for research purposes" 
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(1983, p. 183). The modif1cations made to the scale for this research 
study placed the focus on the emotionally/behaviourally disordered 
student specifically rather than on special needs students in a 
general sense (see Appendix A). The second section of the survey 
required teachers to respond to 30 statements regarding E/BD 
students indicat1ng extent of agreement on a L1kert f1ve-po1nt scale 
(see Appendix A). The questions address the issues surround1ng 
teacher attitude and perceptions in dealing effectively w1th the 
E/BD student in the regular grade six, seven and eight classroom 
settings. Questions 1,2,8, 13, 16,20,22 and, 27 address the 1ssue 
of perceived teacher confidence and ability. Quest 10ns 4, 10, 11, 12, 
18, 23 and, 25 address the issue of teacher perception of success of 
E/BD students in grades six, seven and eight with respect to social, 
emotional and academic growth. Teacher perception of E/BD students 
and the effect of E/BD students in the presence of the regular grade 
six, seven and eight classes is addressed in questions 3, 5, 6, 7, 9, 
14, 15, 17, 19, 21, 24, 26, 29 and 30. One additional question, 
question 28, addresses the issue of teacher belief in the right of 
inclusion opportun1ties for E/BD students at the grades six, seven 
and eight levels. It was the intent of this study to determine 
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attitude and perception with regard inclusionary practices for the 
E/BD student. The reliability coefficient (Cronbach's Alpha) was .92 
for the final survey (see Appendix C for item analysis). 
Limitations 
The limitations of this study appear to be related to the size 
and s1te of the research population. The size of the population was 
restricted to those teachers employed by one board of education 
located in an urban centre in southern Ontario. The research 
instrument was one that was dev1sed through modification of an 
existing instrument created by Larrivee and Cook (1979). The 
instrument cited was one that referred to teacher attitudes relating 
to the learning disabled population while the revised instrument 
used in this research study focused on teacher attitude pertaining to 
emotionally/behaviourally disordered students. The research 
instrument used for the research study in this thesis was field 
tested. Through the examinat10n of this pilot study it was believed 
that the results were reliable as they relate to the research 
quest ions spec i f i ed. 
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The Pilot Study 
The research instrument was field tested in a pllot study 
conducted 1n a single school setting 1n an urban school board. The 
sample population consisted of grade six, seven and eight teachers 
in a middle school. Twenty questionna1res were sent out with 16 
responding. The study was limited in scope but it was believed that 
due to the high rate of return, the findings would be rellable and 
therefore valid. Much information was gleaned from this study. The 
most significant findings are reported here. Teachers expressed a 
general negativism towards the E/BO chlld in the 1nclusive 
classroom. They expressed the be11ef that teachers are not well 
prepared professionally to teach this very special group of chl1dren. 
Those teachers who indicated success with the E/BO chl1d 1n their 
regular classrooms, also expressed a self-perception of success. 
This positive self-perception appeared to be key in the success of 
the E/BO student, a finding that was not un like that of Larrivee and 
Cook (1979). Teachers who expressed self-perceptions of success 
reported success with the E/BO student in the regular class setting 
at a significantly higher rate than teachers who did not have this 
perception of themselves (p <.05). Teachers who indicated a self-
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perception of success combined with completed course work and/or 
in-service training specific to the needs of the E/BD child reported 
success w1th these students at a signif1cantly higher level than 
those teachers without completed course work and/or in-service 
tra1ning and without a self-perception of success (p <.01). Of further 
note from the pl10t study, of all respondents, 75% reported that the 
E/BD student should be afforded the opportun1ty wherever possible 
to receive educational service in the inclusive classroom. This 
rather interesting anomaly (we don't want them, we don't know how 
to teach them, but we'll take them) is addressed by O'Reilly and 
Duquette (1988) and Rogers (c1ted in O'Reilly & Duquette, 1988). Two 
possible keys to the successful implementation of inclusionary 
practice as it pertains to the E/BD child appear to be: 
. positive teacher self-perception; and, 
. teacher education specific to the needs of the E/BD student. 
The larger research study was conducted to determine if these 
findings would be borne out as well as to determine what other 
factors may have importance in planning for the inclusion of the 
E/BD student 1n the regular class setting. 
Research Quest10ns 
The follow1ng research quest10ns in the form of hypothesis 
were tested through an examinat10n of the data: 
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· do grade six, seven and eight teachers express differing degrees of 
confidence in teaching the E/BD student in the context of the regular 
class setting; 
· do grade six, seven and eight teachers with more years experience 
express greater confidence in teaching the E/BD student in their 
regular education classes than their less experienced peers; 
· do grade six, seven and eight teachers believe that they are well 
qualified and/or trained to teach E/BD students in the regular class 
setting; 
, do grade six, seven and eight teachers exhibit negative biases 
towards the E/BD student population; 
, do grade six, seven and eight teachers hold negative expectat10ns 
of the E/BD student; 
· do grade six, seven and eight teachers with more years teaching 
experience hold a more positive attitude towards the E/BD student 
in the regular class setting than their less experienced peers; 
, do grade six, seven and eight teachers w1th more course work 
65 
and/or in-service training in special education and/or the specific 
needs of the E/BD student hold a more pos1t1ve attitude towards the 
E(BD student in their regular education classes than those teachers 
who do not have this add1tional educat10n and/or tra1n1ng; 
. do female educators at the grade six, seven and eight level express 
greater confidence than male educators in teaching the E/BD student 
in the regular class setting; 
. do grade six, seven and eight teachers believe that E/BD students 
should have the opportunity to partiCipate in the regUlar class 
setting when ever possible. 
Data Analysis 
The data wi 11 be analyized using the Statistical Package for 
tne Social SCiences. The analysis included frequencies, percentages 
and contingency analysis including ch1-square. Please note that the 
resulting analysis presented in Chapter Four reflects a reduction in 
the number of categories appearing in the survey. This reduction was 
necessitated by the low number of responses and was accomp lished 
by combining the categories of Srongly Agree with Agree under the 
category Strongly Agree, and the categories Strongly Disagree with 
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Disagree under the category Strongly Disagree. 
CHAPTER FOUR: RESULTS 
I ntroduct ton 
This chapter presents the results of the study. There are 
essentially two sect10ns to the ftnd1ngs. The ftrst 1s the report on 
the profile of the respondents, the second ts the survey results and 
findings. 
Prof tIe of the Respondents 
In this section a profile of the respondents is discussed. Table 
1 describes the frequencies and percentages of the demograph1c and 
respondent information variables. Of the respondents 89~ classified 
themselves as teachers while 11 ~ descr1bed the1r role as "other." 
The "other" label described such educational roles as librar1an, 
guidance counsellor and resource teacher. Thirty-two percent taught 
at the grade stx level, 38% taught at the grade seven level wh1le 
30~ stated that they taught at the grade e1ght leveL Fifty-f1ve 
percent of the respondents were female, 45~ were male. With 
respect to years teach1ng experience 19~ of the respondents had 
less than 4 years experience, 15~ had 5 - 9 years experience and 
66% of the respondents had more than 10 years experience. Years 
68 
experience at the middle school level (grades 6 through 8) was 
described by 26% having less than 3 years experience, 17% had 4 - 7 
years experience and 57% claimed more than 8 years experience at 
this level. Seventy-nine percent of the respondents held a 
university degree, 18% held a masters level degree and 3% had 
neither. Thirty percent of the respondents had completed Ministry 
courses related to special education while 70% had not. Twenty-six 
percent of the respondents had completed in-service training in 
special education, 74% had not. Of the respondents just 25% had 
completed courses related specifically to emotionally/behaviourally 
disordered students. Additionally, 25% reported that they had 
completed in-service training related to inclusion of special needs 
students in the regular classroom. 
Respondent Information Related to E/BD Students 
The numbers reported above are dramatic in view of the fact 
that 89% of the respondents reported that they had had the 
experience of E/BD students in their regular classes. Of this group 
of 89%, only 24% believed that the E/BD student experienced some 
degree of academic success while 26% reported that the E/BD 
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student in the regular setting experienced behavioural success. 
Fifty percent of teachers reported that they perce1ved themselves 
as exper1encing "average" success with the E/BD student in the 
regular class, 26% perceived that they had a "low" level of success, 
10% prece1ved that they had a "very low" rate of success. Only 13% 
reported that they perceived a "high" level of success with 1 % 
reporting a "very high" perceived level of success w1th the E/BD 
student 1n the regular class. Eighty-eight percent of all respondents 
described the availability of support services as be1ng "very low" 
(23%), "low" (30%) to "average" (35%) while only 10% reported the 
avai labil ity of support services as being "high" with 2% reporting a 
"very high" degree of support services ava1lab leo 
Profi le Summary 
The research sample of educators can be described as 
composed largely of university educated teachers with a high level 
of teaching experience at the m1ddle school level. Of note is that 
the three grade levels are relat1vely equally represented and that 
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Table 1 
Profi le of Respondents 
Category Sub Category n Percent 
Teacher position Teacher 84 89 
Other 10 1 1 
Grade Leve 1 Taught 6 30 32 
7 36 38 
8 28 30 
Gender Female 51 55 
Male 42 45 
No Response 1 0 
Years Experience 0-4 17 19 
5-9 14 15 
10+ 61 66 
No Response 2 0 
Years Experi ence 0-3 24 26 
at 6,7,8 level 4-7 16 17 
8+ 54 57 
Leve 1 of educat ion University Degree 74 79 
obtained Masters Degree 17 18 
No Degree 3 3 
Ministry Courses Yes 28 30 
in Special Education No 66 70 
In-service Training Yes 24 26 
in Special Education No 69 74 
No Response 1 0 
(Tab le Continues) 
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Table 1 (Continued) 
Category Sub Category n . - Percent 
Course work related Yes 23 25 
to E/SO students No 70 75 
No Response 1 0 
I n-service Training Yes 23 25 
related to E/SO No 71 76 
students 
In-service Training Yes 36 38 
related to inclusion No 58 62 
Experience with E/SO Yes 84 89 
students in regular No 10 1 1 
class setting 
E/SO students Yes 20 24 
successful No 63 76 
academica11y No Response 1 1 0 
E/SO students Yes 21 26 
successful No 60 74 
behavioura11y No Response 13 0 
Teacher Success Very Low 8 10 
with E/SO students Low 22 26 
in regular class Average 42 50 
setting High 1 1 13 
Very High 1 1 
No Response 10 0 
Availabil1tyof Very Low 21 23 
additional Low 28 30 
support services Average 32 35 
High 9 10 
Very High 2 2 
No Response 2 0 
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gender differences were minimal. Most of the respondents have had 
experience with the E/BD chl1d in the regular setting and most of 
the respondents perceive these students as experiencing little 
success academically or behaviourally. Interestingly, a large portion 
of respondents (50%) reported that they perceived themse lves as 
having a level of "average" success with these students. 
Results of the Teacher Opinion Survey 
The Teacher Opinion Survey was intended to reveal teacher 
confidence and perception of abl1ity, teacher att1tude and 
expectations (biases), perceptions and beliefs as they relate to the 
E/BD student in the regular classroom. The results are presented in 
Table 2. The survey findings are discussed as they relate 
specifically to the research questions specified in Chapters One and 
Three. The data were exam1ned through descriptive statistics as 
well as contingency analysis including chi-square. Demographic 
information included teacher pos1t1on; grade level; gender; years 
experience; level of educat10n obtained; and teacher perception of 
success in dealing with the E/BD student in the regular classroom. 
Findings are reported as they relate to the research questions. 
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Table 2 
Teacher Response to Survey Items 
Survey Item Level of Agreement 
Val1d Percent (Actual) 
SA A U D SD 
SA=stronglyagree A=agree U=uncertain D=disagree SD=strongly disagree 
1. Many of the things teachers do with regular 10 47 14 19 10 
students are appropriate for E/BD students. (9) (44) ( 13) ( 18) (9) 
2.The needs of ElBD students can best be 31 27 24 15 3 
served through special, separate classes. (29) (25) (22) ( 14) ( 3) 
3. An E/BD child's classroom behaviour 
generally requires more patience from 73 22 1 1 2 
the teacher than does the behaviour of (69) (21) (1) (1) (2) 
a normal child. 
4. The challenge of being in a regular 
classroom w111 promote the academic 4 17 31 34 14 
growth of the E/BD student. ( 4) ( 16) (29) (32) ( 13) 
5.The extra attention ElBD students require 33 45 10 10 3 
will be to the detriment of the other students. (31) ( 42) ( 9) ( 9) (3) 
6. Inclusion of E/BD students offers mixed 
group interaction which will foster 7 42 18 22 12 
understanding and acceptance of ( 6) (39) ( 17) (20) ( 11) 
differences. 
7. It is difficult to maintain order in a regular 21 34 15 26 4 
classroom that contains an E/BD student. (20) (32) ( 14) (24) ( 4) 
8. Regular teachers possess a great deal of the 2 19 22 32 25 
expertise necessary to work with E/BD ( 2) (18) (21) ( 30) (23) 
students. 
9. The behaviour of ElBD students w111 set a 12 35 19 29 5 
bad example for the other students. ( 11) (33) ( 18) (27) ( 5) 
10. Isolation in a special class has a negative 
effect on the social and emotional development 7 29 32 27 5 
of an ElBD student. (7) (27) (30) (25) ( 5) 
(Table Continues) 
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Table 2 (Continued) 
SA A U D SD 
11 . The ElBD student will probably develop 
academic skills more rapidly in a special 23 45 19 1 1 2 
classroom than 1n a regular classroom. (22) ( 42) ( 18) ( 10) (2) 
12. Most ElBD children do not make an adequate 14 45 20 20 0 
attempt to complete their asSignments. ( 13) ( 2) ( 19) (9) (1) 
13. Inclusion of E/BD children will require 
significant changes in the regular classroom 27 38 16 17 2 
procedures. (25) (36) ( 15) ( 16) ( 2) 
14. Most E/BD children are well behaved in 2 16 15 42 26 
the classroom. ( 2) ( 15) ( 14) (39) (24) 
15. The contact regular class students have with 5 22 26 39 7 
inclusion E/BD students may be harmful. ( 5) (21) (24) (37) ( 7) 
16. Regular classroom teachers have sufficient 1 7 19 39 33 
training to teach E/BD students. (1) (7) ( 18) (37) (31) 
17. ElBD students will monopolize the 29 39 20 10 2 
teacher's time. (27) (37) ( 19) ( 9) (2) 
18. Inclusion of the ElBD student w111 3 38 30 17 12 
promote their social independence. ( 3) (36) (28) ( 16) ( 11 ) 
19. It is likely that an ElBD child will exhibit 
behaviour problems in the regular classroom 32 46 13 7 2 
setting. (30) ( 43) ( 12) ( 7) (2) 
20. Behaviour programming is better done by 
resource room or special teachers than by 34 39 21 5 0 
regular classroom teachers. (32) (37) (20) ( 5) (0) 
21 . The inclusion of E/BD students can be 2 31 23 28 16 
beneficial for regular students. (2) (29) (22) (26) ( 15) 
22. ElBD children need to be told exactly 17 36 23 23 0 
w hat to do and how to do it. ( 16) (34) (22) (22) (0) 
(Table Continues) 
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Table 2 (Continued) 
SA A U D SD 
23, Inclusion is likely to have a negative 
effect on the emotional development of 4 4 36 46 10 
the E/BO student. ( 4) ( 4) (34) ( 43) ( 9) 
24, Increased freedom in the classroom 13 36 23 27 2 
creates too much confusion, ( 12) (33) (21) (25) ( 2) 
25, The E/BO child will be socially isolated 6 19 21 48 5 
by regular classroom students, (6) ( 18) (20) ( 45) (5) 
26, Parents of an E/BO child present no 
greater problem for a classroom teacher 4 33 27 22 14 
than those of a normal child, ( 4) (31) (25) (21) ( 13) 
27, Inclus10n of E/BO children w111 necessitate 29 42 13 16 1 
extensive re-trainlng of regular teachers, (27) (39) ( 12) ( 15) (1) 
28, E/BO students should be given every 
opportunity to function in the regular 12 56 14 1 1 7 
classroom setting. where possible, (11) (53) ( 13) ( 10) ( 7) 
30. The presence of ElBO students will 
promote acceptance of d1fferences on 4 35 33 19 9 
the part of the regular students, ( 4) (33) (31) ( 18) ( 8) 
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Teachers and Self-Perception of Success 
Through an examination of the results of the teacher survey 
particular note was made of a small group of the respondents who 
had identified themselves as successful. This group (14% of the 
respondents), while small, revealed significant findings in 
relationship to those respondents who did not have this successful 
self-perception. As issues are addressed these findings of 
significance are made note of as they pertain to this particular 
respondent group. 
Teacher Confidence 
Although teacher confidence is linked to teacher perception of 
ability, teacher confidence was specifically addressed in questions 
1, 16,20 and 27. From question 1 it was found that 57% (Table 2) of 
the respondents believed that what teachers do in the regular class 
was appropriate for E/BD students. Seventy percent of all teacher 
respondents did not believe that regular classroom teachers have 
sufficient training to teach E/BD students in the regular classroom 
setting (question 16). Seventy-three percent of all respondents did 
not express confidence in programming for the E/BD child (question 
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20). Seventy percent of respondents stated that extensive re-
training of regular education teachers would be needed to serve the 
E/BO student in the regular classroom (question 27). In short, most 
respondents believed that regular education teachers have neither 
the training nor the confidence necessary to teach the E/BO chlld 
in the regular setting. Additionally, most teachers believe that with 
the implementation of inclusion, extensive re-training would be 
required. 
Teacher Ability 
Teacher perception of their abl1ity to teach the E/BO student 
in the regular classroom can be examined through questions 2, 8, 13 
and 22. Fifty-eight percent of all respondents believe that the E/BO 
student would be best served in a special, separate class rather 
than in the inclusive setting (question 2). Of interest is that this 
belief was most strongly expressed by the grade eight teachers and 
least strongly by the grade six teachers (Table 3). Although this 
finding was not significant, this tendency was in agreement with 
the findings of Larrivee and Cook (1979, p. 320). Of significance was 
the finding that teachers with more than 10 years experience 
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strongly disagreed w1th th1s statement more so than teachers with 
less than 10 years experience (p < .05, Table 4). When this Question 
was examined in relation to teacher percept10n of success in dealing 
with the E/SD student, the finding was most sign1ficant. Those 
teachers who perceived success with the E/SD student 1n the 
regular setting strongly d1sagreed with the statement of student 
placement (p = .00001, Table 5). Th1s correlates strongly with the 
findings of Larrivee and Cook (1979) who determined that "teacher 
perception of degree of success 1n dealing with the special-needs 
child is the s1ngle most important variable" (p. 321). Fifty-six 
percent of respondents be lleved that regular educat 10n teachers did 
not have the expertise necessary to teach E/SD students while 22% 
were uncertain (Question 8). Sixty-four percent of the respondents 
belleved that significant changes in regular classroom procedures 
would be required to accommodate the E/SD student (Question 13). 
Fifty-three percent of teachers believed that the E/SD student 
would require direct instruction wh11e 23% were uncertain (Question 
22). 
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Table 3 
Crosstabulations of Teacher Preference for Special Class Placement 
of E/BD Students by Grade Level Taught 
Leve 1 of Agreement Grade Level Taught 
6 7 8 
Strongly Agree % 50 60 64 
f ( 15) (21) ( 18) 
Uncertain % 23 20 29 
f (7) (7) (8) 
Strongly Disagree % 27 20 7 
f (8) (7) (2) 
x2 = 4. 14123, df = 4, P = .38723 
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Table 4 
Crosstabulations of Teacher Preference for Special Class Placement 
of E/BD Students by Teacher Experience (years) 
Leve 1 of Agreement Years Teaching Experience 
0-4 5-9 10+ 
Strongly Agree 96 47 46 64 
f (8) (6) (39) 
Uncertain % 41 46 15 
f (7) (6) (9) 
Strongly Disagree % 12 8 21 
f (2) (1) ( 13) 
x2 = 9.43305, df = 4 , P = .051 
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Table 5 
Crosstabulations of Teacher Preference for Special Class Placement 
of E/BD Students by Teacher Self-Perception of Success 
Leve 1 of Agreement Teacher Perception of Success 
Very Low Average Very High 
Strongly Agree % 69 69 8 
f (20) (29) (1) 
Uncertain % 24 19 18 
f (7) (8) (2) 
Strongly Disagree % 7 12 75 
f (2) (5) (9) 
x2 = 29.41007, df = 4 1 P = .00001 
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Teacher Attitude and Bias 
Teacher attitude and possible bias were examined through 
questions 4, 10, 11, 12, 18, 23 and 25. Academic success for the 
E/BO student would be promoted by placement in the regular class 
setting (question 4) was reported by only 22% of the respondents. 
Significant findings were revealed by teachers who perceived 
themselves as successful with E/BO students in the regular class. 
Significantly more of these teachers believed that academic 
success would be promoted for the E/BO student in the regular 
setting Cp < .05, Table 6). The perception of poor academic growth 
appears to be supported in the response to question 11. Sixty-eight 
percent of all respondents believed that the E/BO student would 
probably develop academic skills more rapidly in the special 
class placement. Findings of significance were revealed by those 
teachers perceiving themselves as successful with the E/BO 
student. This teacher group disagreed with the above statement 
significantly more than those teachers who perceived themselves as 
having very little success to the p = .00047 level of significance 
(Table 7). While 59% of all teacher respondents reported that they 
did not believe that the E/BO student worked well in the regular 
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Table 6 
Crosstabulations of Promotion of Academic Growth for the E/BD 
Student in the Regular Class Setting by Teacher Self-Percept1on of 
Success 
Leve 1 of Agreement Teacher Perception of Success 
Very Low Average Very H1gh 
Strongly Agree % 13 19 50 
f (4) (8) (6) 
Uncertain % 27 41 0 
f (8) ( 17) (0) 
Strongly Disagree % 60 41 50 
f ( 18) ( 17) (6) 
x2 = 12.25873, df = 4 1 p = .01 
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Table 7 
Crosstabulat ions of More Rapid Academic Growth for the E/SD 
Student in the Special Class Placement by Teacher Self-Perception 
of Success 
Leve 1 of Agreement Teacher Perception of Success 
Very Low Average Very High 
Strongly Agree % 80 69 33 
f (24) (29) (4) 
Uncertain % 10 26 17 
f (3) ( 11) (2) 
Strongly Disagree % 10 5 50 
f (3) (2) (6) 
x2 = 20.14570, df = 4 , P = .00047 
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class (question 12) this same group of "teachers with self-
perceived success" disagreed w1th the statement and signif1cantly 
disagreed with the teachers who had a very low self-perceived level 
of success (p < .01, Table 8). The findings with respect to the 
negative effects on the social/emotional growth of the E/BD 
student in the segregated setting were non specific, with teachers 
equally divided in their opinions (question 10 and 18). It is 
interesting to note, however, that the negative effect of inclusion 
on the emotional development of the E/BD child (question 23) was 
perceived most significantly by the male respondents (p < .05, Table 
9). The male respondents additionally identified the E/BD student as 
being socially isolated in the regular class placement (question 25) 
Cp < .05, Table 10). This is in stark contrast to the teachers who 
perceived themselves as successful with the E/BD student 
population in the regular class. These teachers did not perceive 
these students as being socially isolated (p < .05, Table 11). 
Acceptance of Differences 
The acceptance of differences is viewed in this research as one 
indicator of positive attitude. The survey questions 6, 21, 26 and 30 
Table 8 
Crosstabulations of Inadequacy of E/BD Students to Complete 
Assignments by Teacher Self-Perception of Success 
Leve 1 of Agreement Teacher Perception of Success 
Very Low Average Very High 
Strongly Agree % 83 49 42 
f (25) (20) (5) 
Uncertain % 10 27 8 
f (3) ( 11) (1) 
Strongly Disagree % 7 24 50 
f (2) ( 10) (6) 
X2 = 15.38274, df = 4, P = .00397 
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Table 9 
Crosstabulations of Negative Effect of Inclusion on Emotional 
Development of E/BD Student by Teacher Gender 
Leve 1 of Agreement 
Strongly Agree % 
f 
Uncertain % 
f 
Strongly Disagree % 
f 
x2 = 6.33542, df = 2 , 
Gender 
Female 
2 
(1) 
39 
(20) 
59 
(30) 
p = .04210 
Male 
17 
(7) 
33 
( 14) 
50 
(21) 
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Table 10 
Crosstabulations of Social Isolat1on of the E/SD Chl1d by Regular 
Classroom Students by Teacher Gender 
Leve 1 of Agreement Gender 
Female Male 
Strongly Agree % 14 38 
f (7) ( 16) 
Uncertain % 28 14 
f ( 14) (6) 
Strongly Disagree % 59 48 
f (30) (20) 
X2 = 7.92499, df = 2, p = .01902 
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Table 11 
Crosstabulations of the Social Isolation of the E/BD Child by the 
Regular Classroom Students by Teacher Self-Perception of Success 
Level of Agreement Teacher Percept i on of Success 
Very Low Average Very High 
Strongly Agree % 43 21 0 
f ( 13) (9) (0) 
Uncertain % 20 21 8 
f (6) (9) (1) 
Strongly Disagree % 37 57 92 
f (1 1 ) (24) ( 11) 
X2 = 12.55697, df = 4 , p = .01366 
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addressed this issue directly. Question 6 stated that the E/BD 
student in the regular setting will foster understanding and the 
acceptance of differences. Forty-eight percent of the respondents 
agreed whlle 33% disagreed. Two thirds of all respondents stated 
that they believed that the E/BD student in the regular class would 
not be beneficial (Question 21) and about two thirds of all teacher 
respondents did not view inclusion as a means of promoting the 
acceptance of differences (question 30). With respect to working 
with the parents of the E/BD chlld (question 26) most teachers 
stated that they believed these parents posed a greater problem 
than parents of regular students. Of note here is that the group of 
teachers who perceived themselves as successful with E/BD 
students in the inclusive class showed a tendency to be more 
positively disposed but the findings were not significant. 
Demands on Teacher Time 
The demands that E/BD students on the teachers' time in the 
regular setting is a concern that may impact negatively on teachers 
being positively inclined towards the inclusion of the E/BD student. 
Teachers expressed the concern that their time would be spent 
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dealing with a few students perhaps with negative effects for the 
regular students. Ninety-five percent of all respondents stated that 
they believed that the E/BD student required more patience from 
them than the regular education student (question 3). Sixty-eight 
percent of all teacher respondents stated that they believed the 
E/BD chlld in the regular class would monopolize the teacher's time 
(question 17). 
Behaviour Management Concerns 
There are many concerns with respect to inclusion; however, 
when inclusion involves the E/BD student, these concerns tend to 
focus on behaviour issues. E/BD students are considered by many to 
create confusion in the classroom. The findings indicated that 
teachers are almost equally divided on this issue. Some report that 
confusion in the classroom is attributable to increased freedom 
(49%, question 24), while about as many of the respondents 
attributed confusion in the classroom specifically to the presence 
of E/BD students (50%, question 29). Of interest was the finding 
that more experienced teachers perceive the E/BD student as 
causing more confusion in the classroom than the inexperienced 
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teachers. By the same token, inexperienced teachers 'were more 
uncertain in the1r v1ews (Table 12). More exper1enced teachers have 
had time to develop set rout1nes and expectat10ns for behaviour and 
discip l1ne. Regardless, the behav10ur of the E/BD student 1n the 
regular class sett1ng 1s v1ewed as a source of d1srupt1on. S1xty-
eight percent of the respondents d1d not be11eve that the E/BD 
student would be well behaved 1n the regular class (question 14). In 
fact, 78% of all respondents expected that the E/BD student would 
exhibit behaviour problems in the regular class setting (question 
19). Of note is that male teachers expected this less than female 
teachers (p < .05, Table 13). With the above findings in mind, it is 
not surprising to note that 55% of all respondents believed that they 
had more difficulty with classroom control with the inclusion of the 
E/BD student (quest ion 7). 
Of particular interest with respect to classroom control was 
the finding that teachers w1th the least level of educat10n reported 
the least diff1culty (33%) whl1e those respondents with the highest 
level of education reported the greatest d1ff1culty (71 %, Table 14). 
This may be due to higher expectat10ns on the part of those 
respondents wah h1gher levels of education but such a 
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determination would require more research study. 
Contagion Concerns 
The concern that the inclusion of the E/SO student 1nto the 
regular class sett1ng may have a contag10n effect on the regular 
student 1s addressed 1n quest10ns 5, 9' and 15. Seventy-e1ght 
percent of respondents stated that the extra attention requ1red of 
the teacher by the E/SO student would be to the detr1ment of the 
others in the class room (question 5). Teachers with more 
experience found this to be more so than teachers with the less 
experience (p < .01, Table 15). Teachers who perceived themselves 
as successful in dealing with the E/SO student 1n the regular sett1ng 
disagreed significantly w1th the detrimental aspect more so than 
those teachers with very low self-perceived success (p < .01, Table 
16), Almost half of all respondents stated that they believed that 
the behaviour of the E/SO students 1n the regular class setting 
would set a bad example for the others 1n the class (quest10n 9). 
Twenty-seven percent of all respondents stated that they bel1eved 
that the contact regular education students would have w1th E/BD 
students in the inclusive classroom would be harmful (question 15). 
Table 12 
Crosstabulations of E/BD Students Creating More Confus1on in the 
Regular Classroom by Teacher Experience (years) 
Leve 1 of Agreement 
Strongly Agree % 
f 
Uncertain % 
f 
Strongly Disagree % 
f 
x2 = 18,30806, df = 4, 
Years Experience 
0-4 5-9 
29 64 
(5) (9) 
65 21 
(11) (3) 
6 14 
(1) (2) 
P = ,00107 
10+ 
53 
(32) 
16 
( 1 0) 
31 
( 19) 
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Table 13 
Crosstabulations of the E/BD Student Exhibiting Behaviour Problems 
in the Regular Class Setting by Teacher Gender 
Leve 1 Of Agreement 
Strongly Agree ~ 
f 
Uncertain % 
f 
Strongly Disagree % 
f 
x2 = 7.81332, df = 2, 
Gender 
Female 
88 
(45) 
8 
(4) 
4 
(2) 
P = .02011 
Male 
64 
(27) 
19 
(8) 
17 
(7) 
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Table 14 
Crosstabulations of Difficulty in Maintaining Order in a Classroom 
That Contains an E/BD Student by Level of Teacher Education 
Leve 1 of Agreement Level of Teacher Education 
No University Masters 
Degree Degree Degree 
Strongly Agree % 33 53 71 
f (1) (39) ( 12) 
Uncertain % 67 12 18 
f (2) (9) (3) 
Strongly Disagree % 0 35 12 
f (0) (26) (2) 
x2 = 10.38448, df = 4, P = .03443 
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Table 15 
Crosstabulat1ons of Extra Attent10n E/BD Students Re'Qu1re W111 be 
to the Detr1ment of the Other Students by Teacher Exper1ence 
(years) 
Le,ve 1 of Agreement Years Teach1ng Exper1ence 
0-4 5-9 10+ 
Strongly Agree % 53 93 80 
f (9) ( 13) (49) 
Uncertain % 29 7 5 
f (5) (1) (3) 
Strongly Disagree % 18 0 15 
f (3) (0) (9) 
x2 = 12.32856, df = 4 , P = .01507 
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Table 16 
Crosstabulations of Extra Attention E/SD Students Will Require Will 
be to the Detr1ment of the Other Students by Teacher Self-
Perception of Success 
Leve 1 of Agreement Teacher Percept 1 on of Success 
Very Low Average Very H1gh 
Strongly Agree % 97 67 67 
f (29) (28) (8) 
Uncertain % 3 17 0 
f (1) (7) (0) 
Strongly Disagree % 0 17 33 
f (0) (7) (4) 
x2 = 14.93399, df = 4 , P = .00484 
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Inc 1 us 1 on Opportun 1 ty 
S1xty-eight percent of all respondents stated that they 
believed the E/BD student should be g1ven the opportun1ty to receive 
educational serv1ce in the regular classroom sett1ng wherever 
possible. Only 7~ of all respondents were found to be 1n strong 
opposition to such an opportunity. Of 1nterest was the fact that 92~ 
of teachers with self-perceived success in dealing w1th E/BD 
students in the regular setting were in strong agreement and appear 
to believe that the E/BD student 1s appropriately placed in the 
regular class (Table 17). 
Addit10nal Findings 
Through the research findings it 1s 1nd1cated that perce1ved 
teacher success was closely l1nked to confidence and attitude. 
Focussing attent10n on the group of teachers who perceived 
themselves as successful 1n deal1ng with the E/BD chl1d 1n the 
regular class setting, some add1t1onal findings of note and 
s1gnif1cance were revealed. Of the teachers w1th very h1gh success 
perceptions 50~ taught at the grade 6 level, 42~ taught at the grade 
7 level whl1e only 8~ taught at the grade 8 level (Table 18). Sixty-
Table 17 
Crosstabulations of E/BD Students Should be Given Every 
Opportunity to Function in the Regular Sett1ng by Teacher Self-
Perception of Success 
Leve 1 of Agreement Teacher Percept10n of Success 
Very Low Average Very H1gh 
Strongly Agree % 57 69 92 
f (17) (29) ( 11) 
Uncertain % 20 14 0 
f (6) (6) (0) 
Strongly Disagree % 23 17 8 
f (7) (7) (1) 
x2 = 5. 11158} df = 4 } P = .27604 
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Table 18 
Crosstabulations of Grade Level Taught by Teacher Self-Perception 
of Success 
Grade Level Taught Teacher Perception of Success 
Very Low Average Very H1gh 
6 % 33 26 50 
f (10) ( 11) (6) 
7 % 40 43 42 
f ( 12) ( 18) (5) 
8 % 27 31 8 
f (8) ( 13) (1) 
x2 = 3.52822, df = 4, P = .47360 
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seven percent of these same teachers were female whl1e 33~ were 
male (Table 19). 
Of particular 1nterest was the find1ng that of those teachers 
with a very high success perception, 82~ had 10 or more years 
teaching experience (Table 20). 
Level of education, Ministry courses and in-service courses in 
special education did not produce significant findings. Teacher self-
perception of success was influenced by course work specific to the 
needs of the E/BO student (p < .01, Table 21). In-service training 
specific to the needs of the E/BO student also had a positive 
influence on teacher self-perception of success (p < .05, Table 22). 
In-service training dealing with inclusion 1ssues but not specific to 
the E/BO student had no s1gnif1cant 1mpact for this group of 
teachers who had a h1gh self-perception of success. This same group 
of teachers perceived that the E/BO student exper1enced success in 
their classrooms significantly more than those teachers who 
perceived themselves as having very low success levels (p < .01, 
Table 23). The teachers with a high level of self-perceived success 
with the E/BO student also reported significantly h1gher levels of 
behavioural success for the E/BO student in the1r classrooms 
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compared to those teachers who perce1ved the1r success to be very 
low (p < .05, Table 22). From these findings it can be determined 
th,at those teachers who perce1ve themselves as experienc1ng a high 
level of success in dea11ng with the E/BD student 1n the regular 
class setting are those teachers who are descr1bed as largely grade 
6 teachers, female, with 10 or more years teach1ng exper1ence and 
who have completed course work and/or 1n-service training specific 
to the needs of the E/BD child. These same teachers reported 
significantly higher rates of academic and behavioural success for 
the E/BD student in their care. 
Summary 
Through an examination of the research data it was found that 
grade six, seven and eight teachers do not express conf1dence 1n 
teaching the E/BD student in the context of the regular class 
setting. Further, those teachers w1th more years exper1ence may 
feel more conf1dent in teach1ng E/BD students if they perceive 
themse lves as being successful 1n deal1ng w1th the E/BD child 1n the 
regular class setting. Teachers at the grade levels s1x through eight 
do not believe they are well Qual1f1ed to teach the E/BD student in 
104 
Table 19 
Crosstabulations of Teacher Gender by Teacher Self';Percept1on of 
Success 
Teacher Gender Teacher Perception of Success 
Very Low Average Very H1gh 
Female ~ 55 55 67 
f (16) (23) (8) 
Male ~ 45 45 33 
f ( 13) (19) (4) 
x2 = .57693, df = 2, p = .74941 
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Table 20 
Crosstabulatlons of Years of Teaching Experience by Teacher Self-
Perception of Success 
Years Experience Teacher Percept 1 on of Success 
Very Low Average Very High 
0-4 ~ 20 24 0 
f (6) (10) (0) 
5-9 ~ 13 17 18 
f (4) (7) (2) 
10+ ~ 67 59 82 
f (20) (24) (9) 
x2 :: 3.60385, df = 4 , P = .46226 
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Table 21 
Crosstabulations of Courses Completed Related Specifically to E/BD 
Students by Teacher Self-Perception of Success 
Courses Completed 
Yes 
No 
X2 = 9.69380, df = 2 , 
Teacher Perception of Success 
Very Low Average Very H1gh 
% 13 
f (4) 
% 87 
f (26) 
p = .00785 
22 
(9) 
78 
(32) 
58 
(7) 
42 
(5) 
Table 22 
Crosstabulat1ons of In-Serv1ce Tra1n1ng Completed Related 
Specifically to the Needs of E/BD Students by Teacher Self-
Perception of Success 
In-Service Completed 
Yes 
No 
Teacher Percept10n of Success 
Very Low Average Very High 
% 23 
f (7) 
% 77 
f (23) 
19 
(8) 
81 
(34) 
58 
(7) 
42 
(5) 
X2 = 7.64868, df = 2, p = .02183 
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Table 23 
Crosstabulatlons of E/BD Student Academ1c Success'ln the Regular 
Class Setting by Teacher Self-Perception of Success 
Academ t c Success Teacher Percept10n of Success 
Very Low Average Very H1gh 
Yes ~ 3 34 42 
f (1) ( 14) (5) 
No ~ 97 66 58 
f (29) (27) (7) 
x2 = 11.36071, df = 2 , P = .00341 
Table 24 
, -
Crosstabulations of E/BD Student Success Behav10urally 1n the 
Regular Class Setting by Teacher Self-Percept1on of Success 
Behav10ur Success 
Yes 
No 
x2 = 8.066621 df = 2 1 
Teacher Percept 1 on of Success 
Very Low Average Very High 
% 17 
f (5) 
% 83 
f (25) 
p = .01772 
23 
(9) 
77 
(30) 
58 
(7) 
42 
(5) 
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the regular class and largely believe that re-training will be 
necessary. Although teachers at the grade six, seven and eight level 
view these students as being more challenging and more difficult, 
these teachers do not view E/SD students 1n a s1gnificantly negative 
manner. Additionally, teachers in this study do not expect the E/SD 
student to experience success academ1cally or behav10urally and 
expect these students to display behavioural d1ff1culties in the 
regular class setting. It is interesting to note that teachers with 
more years teaching experience were found to hold a more positive 
attitude towards the E/SD child in their regular classes but that 
this attitude appears to be closely related to the teachers' self-
perception of the1r own success. Further, th1s self-perception of 
success appears to be influenced by additional course work and/or 
in-service training specific to the needs of the E/SD student but not 
by more general courses and/or in-service training in special 
education and/or inclusion 1ssues. 
Of note was the finding that grade s1x, seven and eight 
teachers believe that the E/SD student should be given the 
opportunity to function in the regular classroom setting, where 
possible. This finding was true regardless of any other stated 
1 1 1 
be l1efs, however negat1ve ly 1nc11ned they may be. 
The f1nd1ngs from th1s research study 1nd1cate spec1f1c 
recommendat1ons for the plann1ng and 1mplementat1on of 1nclus1on 
as 1t pertains to the E/SD student. The f1nd1ngs also 
hold certa1n impl1cat1ons for further research direct1ons. These are 
d1scussed 1n Chapter F1ve. 
CHAPTER FIVE: SUMMARY, DISCUSSION AND RECOMMENDATIONS 
I ntroduct ion 
Inclusion practices continue to gain strength and momentum 
with the passage of time. It remains to be seen whether such 
practices are well-founded in the research as being "best practice" 
for the delivery of service to special needs children. This 
methodology takes on critical proportions when examined with 
respect to those students who are labelled and/or referred to as 
emotionally/behaviourally disordered. Regardless of the basis for 
implementaion of inclusionary practice, factors that may hold 
positive and negative influences need to be examined. The research 
reported here attempted to document teacher att1tude as one of 
these factors and to determine differences among groups of teachers 
in the1r reaction to E/BD students. This factor has been found to be a 
very relevant component to the inclusion of E/BD students (Kelly, 
Bullock & Dykes, 1977; Larrivee & Cook, 1979; O'Reilly & Duquette, 
1988; Stephens & Braun, 1980; Wilson, 1988). A rev1ew of the 
literature revealed that there is a considerable body of evidence 
that supports the statement that teacher variables may have a great 
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influence on the success of inclusion practice as it relates to the 
E/BD student. Teacher attitude and perception emerge as the most 
signif1cant of these variables (Antonak, 1980; Algozzine, Mercer & 
Countermine, 1977; Brophy, 1983; Brophy & Rohrkemper, 1981; 
Downing, S1mpson & Myles, 1990; Sl1berman, 1969). To beg1n w1th, 
this segment of the student population was found to have the h1ghest 
rejection rates among regular educators (Vandivier & Vandivier, 
1981 ). Add to this that teachers are not convinced that inclusion is 
"sound pedagog1cal pract1ce" (O'Rel1ly & Duquette, 1988, p. 12). They 
are not sure that academic learning is taking place, inclusion is 
disruptive, and inclusion 1s to the detriment of the regular students 
(O'Reilly & Duquette, 1988). The l1terature is extensive as it relates 
to teacher attitude. Teacher attitude is expressed through behaviour 
as well as through expectations (Good & Brophy, 1972; Sl1berman, 
1969). Teacher behav10ur and expectat10n may well produce a 
"pygmalion effect" as described by Rosenthal and Jacobson (1968) 
and supported in theory by many others ( Brophy, 1983; Mason, 1973, 
Persell, 1977, Seaver, 1973, c1ted 1n Brophy, 1983). Carr, Taylor and 
Robinson (1991) descr1be the class as a reciprocal social system and 
therefore there exist reciprocal behav10ural as well as academiC 
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influences wh1ch they descr1be as a "j01nt pygmal1or)"effect" 
(F1eldman & The1ss, 1982). The above c1ted theories are closely 
llnked to theories described as "self-fulf1lling prophec1es" (Cooper & 
Good, 1983). Labe1l1ng effects are seen as denot1ng an "expectation 
set" (Blease, 1983). The labe1l1ng of chlldren places the chlld so 
labe lled 1nto a situat 10n whereupon the teacher wl1l alter the1r 
objective evaluation of the chlld (Ysseldyke & Foster, 1978). The 
label "emotionally/behaviourally d1sordered" carr1es w1th it 
negative evaluat1ve components that may well serve to ma1nta1n the 
child in the "expectation set" with the result that successful 
1nclusion may be made extremely difficult. Teachers may also f1nd 
the behaviour of such labelled students as personally offensive and 
thus wish to exclude and/or avoid 1nvolvement with the E/BD 
student (Cook et a1., 1990). Teacher attitude may have a large 
influence on percept10n of the role the E/BD chl1d will have 1n 
his/her regular classroom. Teachers v1ew these children as having a 
"contagion" effect on the others 1n the1r care (Safran & Safran, 
1985). This strengthens the b1as of teachers aga1nst 1nclus10n of the 
E/BD student. Conceptual b1as of the d1sab111ty adds to the concern 
and negativ1ty surround1ng these students. Teachers v1ew this 
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disability as simply one of problem ownership and intentiona11ty 
(Cook et al., 1990). The E/SD student owns the problem and all that 
needs to be done is for the student to decide to change his/her 
behaviour. Such conceptual biases result in the de11very of service 
as being one of "control, contain and punish in the assumption that 
these students simply need to be forced to behave more 
appropriately" (Cook et al., 1990, Weinberg & Weinberg, cited in Cook 
et al., 1990, p. 19). A final consideration here is the teachers' 
perception of themselves 1n the teacher's role. Teachers do not 
perceive themselves as cast in the role of "special educator" or 
"behaviour specialist" and therefore may actively resist any 
attempts to place E/SD students in their regular education 
classrooms. 
Summary of the F1nd1ngs 
From the research conducted through this study 1t was found 
that grade 6, 7, and 8 teachers do not express confidence in dealing 
with the E/SD child in the regular class setting. Teachers at these 
grade levels additionally do not believe that they are well qualified 
to teach E/SD students. Of note is the finding that generally 
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teachers at these grade levels do not have an overly negative view of 
the E/SO chl1d and in fact bel1eve that these students should be 
gWen every opportun1ty to part1cipate in the regular setting where 
possible. This rather positive outlook is countered by the view from 
the teachers that they do not expect the E/SO student to do well 
either academically or behaviourally 1n their classes; in fact, 
teachers expressed the bel1ef that they expect the E/SO student to 
misbehave in their classes. Of particular interest was the findings 
as they related to the group of teachers who identified themselves 
as self-confident and successful in the classroom. It is through an 
examination of this group that keys to the possible successful 
inclusion of the E/SO student in the regular class setting may be 
found. 
D1scuss1on 
While the negativity surrounding the 1ssue of 1nclus1on of the 
E/SO student is great, ft was found that teachers were largely in 
favour of the practice of giving these students the opportunity to 
participate in the regular class setting. This was found to be true 
for 75% of the teachers in the pl10t study and held true for 68% 1n 
117 
the larger study reported here1n. 
Influences that were found to enhance poslt1ve teacher att1tude 
were most 1mportantly, teacher self-perception of the1r own 
success and result1ng conf1dence 1n work1ng w1th the E/SO chlld 1n 
the regular setting along w1th an understand1ng and knowledge of the 
E/BD student through course work and/or 1n-serv1ce tra1n1ng 
specific to this disab111ty. Th1s f1nding is supported 1n the findings 
of Larrivee and Cook (1978) who determ1ned that teacher percept10n 
of themse lves was perhaps the s1ngle most powerful 1nfluence on 
teacher attitude with regard to the exceptional student. These 
researchers also noted that pos1tive teacher perception was 
enhanced through teacher educat1on. 
The respondents were evenly spread over three grade levels 
and were as evenly div1ded between male and female. Of those 
teachers who had a pos1t1ve percept10n of the1r own 
success/confidence, the response to inclusion opportun1t1es for the 
E/BD student was 92~ 1n favour. Other f1nd1ngs from th1s teacher 
group were also most posit1ve 1n the1r regard for the E/SO chlld. Of 
this group of teachers 67% were female, 82% had 10 or more years 
teaching experience and reported s1gn1ficantly higher levels of 
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success for the E/SD student academically to the p = .003 level of 
signif1cance and behaviourally to the p = .017 level of significance. 
These successful/conf1dent teachers were 1nfluenced by course 
work specif1c to the needs of the E/SD student (p = .007 level of 
significance) as well as in-service training specif1c to the E/SD 
student (p = .02 level of sign1f1cance). In general terms it could be 
stated from the research findings that those teachers who had 
success with the E/SD student in the regular class setting were 
those teachers who were largely teaching at the grade 6 level, were 
female, had 10 or more years teach1ng experience, held a un1vers1ty 
degree (83%), and had completed course work and/or in-service 
training specific to the needs of the E/SD student. Of note here is 
that this group was represented at the grade 6 level by 50%, at the 
grade 7 level by 42% and at the grade 8 level by just 8%. This finding 
was also in keeping with the findings of Larr1vee and Cook (1979) 
who concluded that as the course work by higher grade level 
increased in academic pressure for both student and teacher, the 
leve 1 ~of teacher perception of confidence and success dropped 
appreciably. 
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Recommendat10ns 
The research f1nd1ngs c1ted 1n this study appear to have sol1d 
support 1n the l1terature. A not1ceable d1fference 1s that the 
respondents from th1s study do not appear to be as negat1vely b1ased 
as was found in other s1mflar research. Th1s may be attributable to 
the fact that much of the l1terature 1s U.S. based and may reflect 
differences in service de11very beliefs and practices as well as 
legislat10n differences. Other s1mllar research was dated. By way of 
example, the study conducted by Larrivee and Cook was completed 1n 
1979. Awareness and teacher education may well reflect current 
trends that lend a more positive approach to except10nallt1es 1n 
general as well as the E/BO d1sab111ty spec1f1cally. Add1t10nally, the 
research study descr1bed here was conducted on a small scale w1th 
94 respondents limited to one urban board of education where 
resources may well be more readl1y aval1able than elsewhere. 
The recommendat10ns from the f1nd1ngs are readlly apparent. 
In planning for the inclusion of the E/BO student effect1vely, boards 
of educat10n and/or school d1str1cts should cons1der the follow1ng: 
. the teachers need to be well resourced through course work and/or 
1n-serv1ce training spec1f1c to the needs of the E/BO student 
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population; 
· on-going in-service training related specifically to the needs of the 
E/BD ch1ld should be offered those teachers who are asked to 1nclude 
the E/BD student(s) in their regular education classrooms; 
· teachers receiving E/BD students for inclusion practices should be 
those teachers who are more experienced; 
· inclusion practices for the E/BD student in the middle school should 
begin at the grade six leve11f at all appropriate; and, 
· female teachers may well serve as pos1tve role models or peer 
coaches for their male colleagues. 
The more experienced teachers have had time to establish 
routines and expectat10ns 1n the1r classrooms and may be at a level 
where they are more flexible and recept1ve to meeting the needs of 
the student. This would especially hold true of the E/BD student in 
the regular classroom. The teachers at the grade 6 level may well 
have more classroom time with the home room, mean1ng that the 
students are not necessarily subjected to as much movement through 
the rotary system as the h1gher grade levels. Th1s affords the 
teacher and the E/BD student more work1ng t1me together and more 
stabllity and predictability 1n expectations w1th more structure, all 
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of which allows for the flexibility necessary to meet the student's 
needs. This finding should be an indicator that initiatives with 
regard to the transition years of middle school and early secondary 
school may be well placed. Female teachers may be more patient and 
nurturing than their male counterparts and E/SD students may find 
that female teachers are somewhat less threatening. Male teachers 
were found to hold the belief that the E/SD student would experience 
more difficulty emotionally as well as socially than their female 
counterparts (Tables 8 & 9). These issues would form the basis for 
further research. 
While it appears to be true that success for the E/SD student 
in the inclusionary classroom is dependent on teacher self-
perception of success, 1t is disappointing to note that this special 
group of teachers accounted for only t 4~ of the total respondents in 
this study. There is evidence to suggest that this number could be 
dramatically increased through teacher education of a specific 
nature. 
I n light of the findings reported in the research, it is 
imperative that inclusion of E/SD students be well thought out and 
carefully planned for. Teachers receiving these students should be 
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carefully selected based on education and experience. Teachers 
lacking in the area of education 1n the E/BO disab111ty should be 
resourced. Inexperienced teachers should be resourced but the 
research findings indicate that this group of 1nexper1enced teachers 
should be allowed to develop their basic teach1ng sk111s for a number 
of years before E/BO students are placed in their classrooms. It 1s 
recognized that logistically this may be very difficult at best but it 
may also 1ndicate a need to examine the stucture of m1ddle school 
teaching staffs carefully. No one staff should have an inordinate 
number of inexperienced teachers as members; it would seem 
preferable and wise to strike a balance between experienced and 
inexperienced educators distributed throughout the grade levels as 
equ1tab ly as possib le. The need for on-going, preferably on-s1te (to 
encourage attendance) in-servicing and resourcing of teachers in 
highly indicated. Teacher collaboration, team building, peer coaching 
as well as mentoring may lend themselves to such endeavours. 
However accomplished, the inclusion of the E/BO student at 
the middle school level needs to be planned for w1th due 
considerat ion, understanding and knowledge of both the E/BO 
students and the teachers expected to receive them. Once 
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implemented, teachers need support services and on-going 
resourcing to foster the positive teacher self-perception that seems 
s9 key to success for these students. 
Impl1cations 
The need for further research studies 1n thfs area is strongly 
indicated. Such studies should be more comprehensive in scope to 
include rural as well as suburban school districts to determine if 
the findings hold true. An extension of this research into both the 
lower and upper grades levels would be highly beneficial. Research 
of such a kind and nature to determine the imp11cation of female 
advantage would be revealing. Further research into the area of 
teacher education might lead to a greater understanding of which 
teacher education model is most productive to positive teacher self-
perception as it applies to teachers of the E/BD student tn the 
inclusive setting. The point of expertence that lends ttself to more 
successful inclusion practices should be determined. 
The larger Questton remains, do tnclusfon initiattves of any 
type actually benefit the E/BD child? There exists much research 
literature to suggest that del1very of service to this very special 
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population of students is best served through a cascade model rather 
than through an 1nclus1onary model. This Question was not addressed 
1n.th1s study but certainly would warrant further research. Th1s 
study focussed on the influences that may be pos1t1vely 1nd1cated 
for inclusion of the E/BD student. These influences have been 
identified as teacher self-perception of success and confidence 
which 1n turn appears to be highly influenced through educat10n 
specific to the needs of the E/BD student and teacher experience. 
These three keys may well be the ones that unlock the door for the 
E/BD student to succeed in the inclusive classroom setting. 
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APPENDIX A: TEACHERS'S SURVEY 
INCLUSION Of EMOTIONALLY IBEHAYIOURALL Y DISORDERED 
STUDENTS - TEACHER OPINION QUESTIONNAIRE 
PART A - ALL ABOUT YOU 
PLEASE CIRCLE THE APPROPRIATE RESPONSES: 
1 . Your present position: 1. classroom te8cher 
2. resource teacher 
3. l1brarian 
4. guidance counsellor 
5. other 
2. Your time is spent teach1ng mostly grade: 1. s1x 
2. seven 
3. e1ght 
3. Gender: 1. female 2. male 
4. Years teaching exper1ence: 
5. Years teaching at grades 6,7,8: 
6.Level of educat10n obta1ned: 
1. 0-4 
2. 5-9 
3. 10+ 
1. 0-3 
2. 4-7 
3. 8+ 
1. univers1ty undergraduate 
degree 
2. M. A./M. Ed. 
3. None of the above 
7. Have you completed M1n1stry course(s) in spec1al education: 
1. yes 2. no 
8. Have you completed 1n-serv1ce tra1ning 1n special education: 
1. yes 2. no 
9. Have you completed course( s) related spec1f1cally to emot10nallyl 
behaviourally d1sordered students: 
1. yes 2. no 
(Survey Continues) 
Teacher Survey (corft) 
10. Have you completed in-service training related specifically to 
emot iona lly Ibehavioura lly disordered students: 
. 1. yes 2. no 
11. Have you completed in-service training related to 1nclus1on of spec1al needs 
students in regular classroom settings: 
1. yes 2. no ' 
12. Have you had experience with ElBD students (those who have been identified, 
IPRC'D, as well as those who haven't) in the regular classroom setting: 
1. yes 2. no 
If YOIJ tJnswered '~" to qlJestion 12. pletJS9 tmswer # 13 IJfI(/ 14 before 
continlJingo.l7, ifYOlJrtJnswer W8S "no Hprtx'88dtoqlJ8Stion # IS8I7dcontinl/8on. 
13. Do you believe these students were successful: 
academically 1. yes behaviourally 1. yes 
2. no 2. no 
14. Rate your degree of success to date in deal1ng with E/BD students in the 
regular classroom: 
Very low Low Average High Very H1gh 
15. The aval1ab111ty of 8O:Iltional support services for accommodat1ng E/BD 
students such as resource room, resource teacher, etc. t has been: 
Very low Low AverfqJ H1gh Very h1gh 
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PART B - THE SURVEY 
Please circle the number un~r the column that best describes your egreement 
or disagreement with the following statements. There are no correct answers; 
the best answers are those that honestly reflect your feelings. 
Survey Item Level of Agreement 
Valid Percent (Actual) 
SA A U D SD 
SA=strongly aoree A=agree U=uncerta1n D=disaoree SD=strongly d1S8Qree 
1. Many of the th1ngs teachers do w1th regular 2 3 4 5 
students are appropriate for E/BD stu~nts. 
2. The needs of E/BD students can best be 2 3 4 5 
served through special, separate classes. 
3. An E/BD child's classroom behaviour 
generally requires more patience from 2 3 4 5 
the teacher than does the behaviour of 
a normal Child. 
4. The challenge of being in a regular 
classroom will promote the academic 2 3 4 5 
growth of the UB D student. 
5. The extra attention E/BD students require 2 3 4 5 
will be to the detriment of the other students. 
6. Inclusion of ElBD students offers mixed 
group interaction which will foster 2 3 4 5 
understanding and acceptance of 
differences. 
7. It is difficult to maintain order in a regular 2 3 4 5 
classroom that contains an E/BD student. 
8. Regular teachers posses a great deal of the 2 3 4 5 
expertise necessary to work w1th E/BD 
students. 
9. The behaviour of E/BD stu~nts w1l1 set a 2 3 4 5 
bad example for the other students. 
10. Isolation in a special class has a negat1ve 
effect on the social and emotional development 2 3 4 5 
of an E1BD student. 
(Survey Continues) 
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SA A U 0 SO 
11. The E/BO student w111 probably develop 
6C6demic sk111s more rapidly in a special 2 3 4 5 
classroom than in a regular classroom. 
12. Most E/BO children do not make an 6dequate 2 3 4 5 
attempt to complete their assignments. 
13. Inclusion of ElBO chlldren will require 
significant changes in the regular classroom 2 3 4 5 
procedures. 
14. Most E/BO children are well behaved in 2 3 4 5 
the classroom. 
15. The contact regular class students have with 2 3 4 5 
inclusion E/BO students may be harmful. 
16. Regular classroom teachers have sufficient 2 3 4 5 
training to teach E/BO students. 
17. E/BO students will monopol1ze the 2 3 4 5 
teacher's time. 
18. Inclusion of the ElBO student w1ll 2 3 4 5 
promote their social independence. 
19. It is likely that an E/BO child w111 exhibit 
behaviour problems in the regular classroom 2 3 4 5 
setting. 
20. Behaviour programming is beUer done by 
resource room or special teachers than by 2 3 4 5 
regular classroom teachers. 
21. The inclusion of E/BO students can be 2 3 4 5 
beneficial for regular students. 
22. E/BO children need to be told exectly 2 3 4 5 
what to do and how to do it. 
(Survey Continues) 
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SA A U D SD 
23. Inclusion is likely to have a negative 
effect on the emotional development of 2 3 4 5 
. the ElBO student. 
24. Increased freedom in the classroom 2 3 4 5 
creates too much confusion. 
25. The ElBD chlld w111 be socially isolated 2 3 4 5 
by regular classroom students. 
26. Parents of an E/BO ch11d present no 
greater problem for a classroom teacher 2 3 4 5 
than those of a normal child. 
27. Inclusion of E/BO chl1dren will necessitate 2 3 4 5 
extensive re-tra1n1ng of regular teachers. 
28. ElBD students should be given every 
opportunity to function in the regular 2 3 4 5 
classroom setting, where possible. 
29. ElBD children are likely to create 2 3 4 5 
confusion in the regular classroom. 
30. The presence of E/BO students will 
promote acceptance of differences on 2 3 4 5 
the part of the regular students. 
Thank you very much for completing this survey. Your assistance 1s greatly 
appreciated. 
APPENDIX B: COVER LETTERS 
Cover Letter 1: To The Teachers 
Dear Grade Six, Seven and Eight Teachers, 
I am a fellow teacher in Etobicoke and am currently 
working on my thesis for my Masters degree at Brock 
University. I need your help. My research topic relates to the 
inclusion of emotionally/behaviourally disordered students in 
the regular class setting. I need to determine teacher opinion 
about this topic. The focus is on grades six through eight. To 
accomplish this I ask that you take about 10 - 15 minutes of 
your time and fill in the enclosed questionnaire. Be careful not 
to put any identifying marks on the document to maintain 
anonymity. In order to ensure the validity of the results, it is 
important that as many teachers who teach grades six through 
eight as possible complete the questionnaire. Once completed, 
please return the questionnaire 1n the enclosed envelope. If 
you have any quest10ns or concerns about the questionnaire, if 
you would like to know more about the research undertaken 
and/or would like feedback about the results, please contact 
me. I am very grateful to you for tak1ng the time to 
part iCipate. 
Cover Letter 2: Instructions to the Participants 
Instructions to Part1c1pants 
1. The questionnaire you have been asked to complete elic1ts 
information about your views on the 1nclus1on of 
emotionally/behaviourally disordered students into the 
regular class setting. For the purpose of th1s research please 
regard as emot1onally/behav1ourally disordered that 
population of students whose disab111ty manifests itself in 
emotional/behavioural manners that restrict their progress 
through the educational system academ1cally and/or soc1ally. 
The students referred to 1nclude both those students who have 
been formally identified (IPRC'O) and those who have not but 
are perceived by you, the teacher, as experiencing d1fficult1es 
as spec1fied above. 
2. The purpose of this questionnaire is to gather accurate 
information about teacher attitudes. There are no correct 
answers. Please prov1de your honest op1n1ons to the 
statements presented. 
3. Please respond to all quest10ns 1n PART A and PART B of the 
quest ionna1re. 
4. Anonymity of teachers w1ll be maintained throughout this 
research. Please do not 1dent1fy yourself on the quest1onna1re. 
5. Please return the completed quest10nnaire by January 28th 
1n the enve lope prov1ded. 
Thank you for your part ic1pat ion, it is truly apprec1atedl 
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Cover Letter 3: Cover Letter to the Principals 
Dear Principals, 
Enclosed please f1nd Quest1onna1res for all grades s1x, 
seven and e1ght teachers. These Quest~onna1res represent the 
basis of my research study to complete my thesis for a 
Masters Degree in Education. This research has been reviewed 
and approved by the Board and it is my understanding that a 
letter of support has been forwarded to you by Janice Dyer of 
the Research Department. All that is required of you is to 
di stribute these quest ionnaires to your grade six, seven and 
eight teachers. They are instructed to send the completed 
questionnaires back to me through the Board mail in the 
enclosed envelopes. Please note that I have included a 
questionnaire for your information but you are not required to 
fi 11 one in. Your support is great ly appreciated. Should you find 
that you require additional questionnaires, please contact me. 
Additionally, if you wish information regarding the research 
and/or feedback about the results, please do not hesitate to 
contact me. Again, thank you very much for your assistance 
and support. 
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APPENDIX C: RESULTS OF ITEM ANALYSIS 
Scale: 
N of Items 
N of Examinees 
Mean 
Standard Deviation 
Minimum 
Maximum 
Alpha 
Mean I tem-Tota 1 
Score: 
30.0 
94.0 
3.384 
0.575 
2.133 
5.000 
0.920 
0.547 
